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Abstract

In the last few decades, English for Specific Purposes (ESP) has become one of the most
needed sub-fields of English for Speakers of Other Languages (ESOL). In Egypt, ESP courses
are widely taught in both public and private universities. Also, motivation and attitude play an
essential role in how well a learner understands the suggested material in an educational
environment. They are considered important factors which may have an effect on the ESP
educational process in Egypt. Many studies have addressed the area of motivation and attitudes
in the EFL context. However, after a thorough review of the literature available on this subject,
there appears to be a scarcity in the research on ESP students’ motivations and attitudes in the
Egyptian context. Based on the researcher’s 10 years of experience teaching ESP classes in
addition to conducting a pilot study, there is a need for a study concerning ESP learners’
motivation and attitudes in Egypt. This study focuses on the motivations and attitudes of students
in ESP classes in various academic years at a public university, Mansoura University.
The study was guided by three research questions. The first investigated the types of
motivation the students have when taking ESP classes and how much they are motivated toward
them. The second explored the attitudes of undergraduate students toward ESP courses at
Mansoura University. The third investigated whether students’ academic disciplines affect their
motivation and attitudes toward ESP courses.
The study adopted a mixed-methods exploratory applied design. The research involved
517 participants of non-English majors who were registered in undergraduate ESP courses in the
2014 spring semester at Mansoura University. Both quantitative and qualitative data were
collected through their responses to a 4-point Likert scale questionnaire, multiple-choice format
scales, open-ended questions, and a semi-structured interview.
The results of the study showed that students are motivated both intrinsically and
extrinsically in addition to having high motivational intensity and a deep interest toward ESP
classes. The study also revealed that the students have a relatively positive attitude toward their
ESP courses. However, there are several factors that affect the students’ attitudes such as
unrelated course materials, inconvenient course schedules, lack of incorporation of educational
technology into classroom instructions, poor teaching methods of the professors and instructors,
or the learning environment that affect the students’ attitudes negatively. In addition, the results
showed that the academic discipline is not considered an important factor that affects students’
motivation toward their ESP classes. However, a slight positive trend in the attitude of ESP
students was shown in the present study which may arise from different conditions regarding the
students’ goals and the conditions of different classes at different academic disciplines. The
implications of this study may help the universities develop ESP courses in order to increase ESP
students’ motivation and attitudes toward their ESP classes.
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Chapter 1: Introduction

In the last few decades, English for Specific Purposes (ESP) has become one of the most needed
sub-fields of English for Speakers of Other Languages (ESOL) (Hutchinson & Waters, 2006;
Johns & Dudley-Evans, 1991). According to Hutchinson and Waters (2006), ESP emerged in the
1960s and then developed both theoretically and practically afterwards. While there is no
specific definition of ESP, it is considered to be an approach that focuses specifically on the
individual learner’s needs, required language, and learning contexts (Dudley-Evans & St John,
1998). Such an approach “makes [ESP] relevant practically to all age-groups (except, perhaps,
younger learners) and, arguably, all target situations” (Sifakis, 2003, p. 196).
ESP has three main branches: English for Academic Purposes (EAP), English for
Professional Purposes (EPP), and English for Occupational Purposes (EOP) (Basturkmen, 2010;
Hutchinson & Waters, 2006; Sifakis, 2003). ESP consists of four absolute characteristics and two
variable ones (Dudley-Evans & St John, 1998; Johns & Dudley-Evans, 1991). The absolute
characteristics are that ESP (1) is designed to focus on the learners’ specified needs; (2) is related
to certain disciplines, occupations and activities; (3) focuses on the language's appropriateness to
activities with regards to syntax, semantics, discourse and other linguistic features; and, finally,
(4) differs from instructions in General English in four ways. First, it is goal-directed. Second, it
is developed from needs analysis. Third, achieving the ESP course goals is always constrained
by a limited time period. And fourth, an ESP course is taught to homogeneous adult classes with
one area of specialization.
The ESP variable characteristics are that it (1) is confined to learning certain skills (e.g.,
reading), and (2) is not to be taught depending on “any pre-ordained methodology” (Dudley1

Evans & St John, 1998, p. 3). In other words, there are two guiding principles of ESP
methodology. The first one is that ESP teaching should reflect the methodology of the discipline
it discusses. The second is that the nature of interaction between the teacher and the learners
should be focused on as it may be very different from the General English classes. In other
words, ESP teacher becomes more like a language consultant who is teaching to students who
have a very good experience in the subject matter the teacher teaches.
ESP gained prominence during the 1970's as the demand for English for Science and
Technology (EST) and business became more urgent in Asia, Africa, and Latin America (Johns
& Dudley-Evans, 1991). In the Arab world, the teaching of ESP increased in the period from
1977 to 1983. At that time, there was a strong push for English to be taught outside the field of
education, especially in the business world (Zikri, 1993). Interest in ESP increased in Egypt
during the 1990's, thanks to the establishment of ESP centers in many Egyptian universities (e.g.,
Ain Shams, Alexandria, Mansoura and Zagazig), which encouraged the organization of ESP
conferences as well as the promotion of intensive research in the field. Two notable studies from
this period are Zikri (1993)’s article The Contradictory Current of ESP in Egypt: Motivation &
Quality, and Lomperis’ (1993) article Professionalizing the Field of ESP. The first study focused
on the status of ESP in the Arab world and Egypt in the 1970s and 1980s. Zikri (1993)
mentioned that during this period, desire increased toward using ESP in the Arab world in
general and in Egypt specifically. Zikri (1993) added that “a Survey of Programs of Instruction
in ESP at the Adult Level” (p. 55) was conducted in 1990 to measure the attitude of the Egyptian
institutions toward the existing ESP programs in Egypt to enhance their capacity to teach ESP.
The second study (Lomperis, 1993) focused on the concept of “marketing is education” (p. 13) in
order to professionalize the field of ESP. This concept means that education should relate
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strongly to the market. The study mentioned that professionalizing ESP starts from educating
both the learner as a client, focusing on his/her needs analysis and the teacher who is the provider
of the learning process which is the provided service here. Also, the study discussed how course
design differs from one setting to another. So influential were the studies by Zikri and Lomperis
that most ESP materials and courses in Egypt were tailored to their particular views at that time.
However, these studies focused on neither the client nor the learner’s motivation nor his/her
attitudes toward such a service (i.e. ESP courses).
1.1 Background of the Study
Motivation is considered one of the most important concepts in psychology that has a strong
relationship to language education (Guilloteaux & Dörnyei, 2008). It plays an essential role in
how well a learner understands the suggested material in an EFL classroom. Studies over the last
three decades have shown that motivation, along with the perception of study conditions, can be
one of the most influential factors in the field of EFL (Dörnyei, 1998; Masjuan & Troiano, 2009;
Vaezi, 2008). According to studies undertaken by Masgoret and Gardner (2003) and Cooper and
Fishman (1977), language learners adopt different types of motivation (e.g., instrumental or
integrative) and attitudes, both of which affect the learning process.
In addition, Deci and Ryan (1985)’s study proposed what they called Self-Determination
Theory (SDT) which had two types of motivation: intrinsic motivation (IM) and extrinsic
motivation (EM). SDT is considered one of the formulations that received the attention of
several researchers (e.g., Dörnyei, 1998; Schmidt, Boraie, & Kassabgy, 1996) as it discusses the
distinction between intrinsic motivation (IM) and extrinsic motivation (EM) (Noels et al., 2000).
According to this theory, these two general types of motivation are not different from each other:
one is based on intrinsic interest in an activity while the other is based on the extrinsic rewards to
3

the activity itself (Deci et al., 1991; Noels et al., 2000; Vallerand & Bissonnette, 1992). These
two types of motivation consist of internal taxonomies.
Most research regarding student’s motivation in the L2 contexts has drawn heavily from
Gardner’s and Deci and Ryan’s theories of motivation. According to Gardner’s motivation
theory, there are two types, or orientations as Gardner mentioned, of motivation: integrative and
instrumental (Gardner, 1985, 2004; Masgoret & Gardner, 2003; Vaezi, 2008). Gardner and
Lambert (1972) suggested that motivation has three components: motivational intensity, the
desire to learn, and the student's attitude toward learning the language. Additionally, according to
SDT, “intrinsically motivated behaviors are engaged in for their own sake – for the pleasure and
satisfaction derived from their own performance” (Deci, Vallerand, Pelletier, & Ryan, 1991, p.
328).
As previously mentioned, further studies built upon Gardner's motivation theory (1985)
by focusing mainly on the two key components of the integrative and instrumental motivation of
learners (Vaezi, 2008); Dörnyei, however, was not in agreement with Gardner over the
importance each type of motivation plays in the language learning environment. Dörnyei (1998)
believed that there were flaws in Gardner's theory since it did not make obvious distinctions
between integrative elements and their instrumental counterparts. Dörnyei (1998) explained that
Gardner’s model had just two orientations that function as motivational antecedents directing
motivation to a set of goals through either a strong interpersonal quality (i.e. integrativeness) or a
strong practical quality (i.e. instrumentality) (Dörnyei, 1998; Vaezi, 2008). In addition, in the
early versions of this theory (Robert C. Gardner & Lambert, 1972b), Gardner believed that
integrative motivation was more important in formal learning environment than its instrumental
counterpart (Dörnyei, 1998; Vaezi, 2008). Dörnyei strongly opposed Gardner’s idea of the
4

importance of integrative motivation adding that “instrumental motivation and learner’s need for
achievement” are more important than integrative motivation (Vaezi, 2008, p. 55). Dörnyei
(1998) suggested a strong relation between a student's behavior and natural inclinations. In other
words, we can only expect the highest level of performance and productivity when there is “an
attitudinal target” (Dörnyei, 1998, p. 122) represented in the action (e.g., language learning). For
Dörnyei, the starting point of Gardner’s theory was that learning a foreign language is a part of
one’s identity. Thus, language acquisition becomes a way for showing our identity to others
(Robert C. Gardner & Lambert, 1972b; Noels, Clément, & Pelletier, 1999a).
As a result, motivation studies started becoming wider in scope than Gardner’s
motivational concept (Dörnyei, 1994a, 1998). Since the term integrativeness might not be the
most important concept in motivation (Yeh, 2009) and since instrumental motivation is more
important than the integrative counterpart, as Dörnyei claimed, there was a need for alternative
or complementary motivational models for a better understanding of motivation (Noels, Pelletier,
Clément, & Vallerand, 2000).
As a result, Self-Determination Theory (SDT) was formulated to receive the attention of
several researchers (e.g., Dörnyei, 1998; Schmidt, Boraie, & Kassabgy, 1996) as it discusses the
distinction between intrinsic motivation (IM) and extrinsic motivation (EM) (Noels et al., 2000).
Also, these two types of motivation consist of internal taxonomies.
To expand their theory, Deci and Ryan (1985) classified EM into three types: EMexternal regulation, EM-introjected regulation, and EM-identified regulation (Deci & Ryan,
1985; Deci et al., 1991; Noels et al., 2000; Pelletier et al., 1995; Vallerand et al., 1992).
However, they did not offer subtypes for the intrinsic type in their theory. Therefore, in the
5

1990s, Vallerand and other scholars proposed, three types for IM: IM-to know, IM-to accomplish
things, and IM-to experience stimulation (Noels et al., 2000; Vallerand & Bissonnette, 1992;
Vallerand et al., 1992).
There are more useful constructs besides IM and EM to understand L2 motivation. For
example, Noels et al. (2000) mentioned that Deci and Ryan (1985) contrasted all these types of
IM and EM with amotivation (AM) to refer to those who fulfill an activity for no obvious reason,
have no relation between what they do and their actions, and have neither IM nor EM. By
bringing all these constructs to the field of L2 motivation, Noels et al. (2000) argued that SDT
opened the door for the reorganization of many orientations “into a systematic framework … that
can explain and predict how orientations are related to learning outcomes” (p. 63).
1.2 Statement of the Problem
In Egypt, ESP courses are widely taught in both public and private universities. These courses
are taught by instructors who are affiliated to ESP centers in these universities or by professors
or teaching assistants who are affiliated to the Department of English language in either the
School of Education or the School of Arts.
However, there are many problems in Egypt concerning how ESP is practiced in the
classroom, which may negatively affect the goals of language learning. For example, Van
Naerssen (1994)'s study of Egyptian ESP teachers showed that many teachers in Egypt suffer
from an identity crisis based on the belief that they are seen by members (i.e. demonstrator and
professors) of other English departments as their “poor cousins” (p. 35). Also, Van Naerssen
(1994) added that most ESP instructors are deemed unprofessional if they have not received
training in English departments in the schools of education or arts. To clarify, depending on the
6

researcher’s 10 year experience as an instructor in ESP Center, Mansoura University, ESP
instructors are not fully supported by the university either financially or technically unlike the
professors of the English departments who teach ESP in the same university. Consequently,
these instructors are seen by these professors as the poor cousins and sometimes unprofessional
due to the lack of such financial and technical support. Such lack of support results mainly the
above mentioned identity crisis of the ESP instructors.
According to Yossry (2012), there are other negative factors which may affect an ESP
teacher's performance, among these are job satisfaction, self-efficacy and work conditions, for
example. In Egypt, these factors may affect both the educational process and the potential
success of students taking ESP courses.
The motivation of learners is another factor which may have an effect on ESP educational
process in Egypt. In addition to an attitude that is generally positive, different types of
motivation (IM and EM) have a strong relevance to the language aptitude for predicting L2
achievement (Noels et al., 2000). Besides, the highest quality of learning can be obtained through
the understanding of the motivational conditions that promote personal growth (Deci et al.,
1991). Also, different types of motivation (integrative and instrumental) can lead to satisfactory
results (Robert C. Gardner & Lambert, 1972b) in L2 learning, generally, and in ESP,
specifically. Although motivation factors have been examined in the Egyptian EFL context
(Kassabgy, 1976; Schmidt et al., 1996), the same has not been done in the field of ESP. As a
result, research should look into whether or not Egyptian ESP students are indeed affected by
these factors.

7

1.3 Rationale for the Study
Most Egyptian undergraduate students are required to register in ESP classes. It is assumed that
ESP courses are relevant to their future careers, whether in the scientific or social sciences
disciplines. Also, it is supposed that ESP students join these classes while having extrinsic
motivation. However, is there a possibility for a student having other types of motivation into
consideration? (i.e. intrinsic motivation). In fact, this topic deserves a thorough investigation.
Based on the researcher’s 10 years of experience teaching ESP classes, as well as the
results of a pilot study, it is clear that most students simply do not value these required ESP
courses. This is evidenced by a low level of participation in all class activities which do not
directly count toward their final grade and their lack of interest in ESP classes, considering them
as a pass/fail subject.
After a thorough review of the literature available on this subject, the researcher could
not find a single study to date which addresses the motivations and attitudes of Egyptian
undergraduate students toward their ESP university classes. Literature on ESP has shown a
scarcity in the ESP student’s motivations and attitudes (Sifakis, 2003) and most studies
concerning the motivations and attitudes have focused on the EFL areas. Besides, to the best
knowledge of the researcher, most studies in the Arab world and Egypt have focused only on
ESP instruction and design (e.g., Abo Mosallem, 1984; Daoud, 1998; Doushaq, 1986; Halimah,
2001; Yossry, 2012, etc). Only a single study (Al-Tamimi & Shuib, 2009) has been undertaken
with regards to the Arab context concerning the motivation and attitudes of petroleum
engineering students in Yemen but in the EFL and not ESP context.
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Many researchers have argued that ESP learners are not studied with the same level of
seriousness as their EFL counterparts (Sifakis, 2003). In addition, it was only very recently that a
study was done which focused on the work conditions of ESP teachers (Yossry, 2012).
As a result, there is a need for a study concerning ESP learners’ motivation and attitudes
in Egypt. This study focuses on the motivations and attitudes of students in ESP classes in
various academic years at a public university. This study depended on participants chosen
individually from the current student body at Mansoura University. Participants from different
schools and departments were chosen to fulfill the purpose of the study. Hopefully, this study
will play an effective role in the future development of ESP courses at Egyptian universities.
1.4 Research Questions
In order to obtain information concerning the ESP learners’ motivation and attitudes in Egypt,
this study attempts to answer the following research questions:
1- What types of motivation do students have when taking ESP classes? How much are students
motivated toward their ESP classes?
2- What are the attitudes of undergraduate students toward ESP courses in Egyptian universities?
3- Does the student’s academic discipline affect his/her motivation and attitudes toward ESP
courses?
1.5 Delimitation of the Study
Although this study aims to investigate the motivations and attitudes of ESP learners in Egypt as
a whole, the research was conducted exclusively with ESP students at one particular public
university, Mansoura University. Since he has worked at this university for over 10 years, and
due to the centralized nature of the higher education system in Egypt, the researcher can ensure
9

that Mansoura University students can be considered typical ESP Egyptian students. At
Mansoura University, all undergraduate students, from both scientific and social sciences
disciplines, are required to attend ESP classes each academic year. Other EFL students were not
a part of this study.
1.6 Definitions of Constructs
1.6.1 Theoretical definitions.
Second language motivation: is defined as “the extent to which an individual works or
strives to learn the language because of a desire to do so and the satisfaction experienced
in this activity” (Gardner, 1985, p. 10). Also, it is the combination of effort and desire for
achieving the goal of learning the language and obtaining favorable attitudes toward
learning the language (Gardner & Tremblay, 1994).
Intrinsic motivation (IM): It refers to the “motivation to engage in an activity because that
activity is enjoyable and satisfying to do” (Noels et al., 2000, p. 61). IM emerges due to innate
needs for competence and self-determination (Deci & Ryan, 1985; Noels et al., 2000; Vallerand
et al., 1992). IM has three taxonomies: to know, to accomplish things, and to experience
stimulation (Noels et al., 2000; Vallerand et al., 1992).
Extrinsic motivation (EM): It refers to actions that are carried out to achieve some instrumental
end such as earning rewards or avoiding punishment (Deci & Ryan, 1985; Noels et al., 2000).
EM has three levels that can be ordered on the self-determination continuum from lower to
higher: external regulation, introjected regulation, identified regulation (Deci & Ryan, 1985;
Noels et al., 2000; Vallerand et al., 1992).
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Amotivation (AM): It is the contrast of all types of motivation (Noels et al., 2000). It is defined
as the state of lacking the desire to act when people either do not act at all or act without intent
which results from undervaluing an activity (Ryan & Deci, 2000b).
Attitude: Masgoret and Gardner (2003) defined it as “the individual’s reaction to anything
associated with the immediate context in which the language is taught” (p. 127).
1.6.2 Operational definitions.
Second language motivation: For the purpose of this study, it is the student’s desire to
attend the ESP classes. The motivation of ESP students is studied through the responses
of participants on the first part of a 4-Likert scale questionnaire. Motivation is rated by
participants according to an agreement scale ranging from strongly agree to strongly
disagree. The second part of the questionnaire measures the students’ motivational
intensity and desire toward ESP classes.
Intrinsic motivation: In this study, it is the students’ desire to attend ESP classes for
purposes that do not relate to their future careers (e.g., exploring new ideas). On the other
hand, ESP classes are basically designed for developing the students’ language skills for
their professional careers. Such a mismatch may arise between the students’ needs and
the ESP course objectives.
Extrinsic motivation: In this study, it is the students’ desire to attend ESP classes for
professional purposes. Obtaining a job or conducting research are among the purposes for
developing instrumental orientation.
Amotivation: In this study, it is the students’ reluctance to take the required ESP classes or to
take them without having real intent.
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Attitude: In this study, it is the students’ reactions and opinions toward the importance of
attending ESP classes. Attitude is rated by how participants respond to the agreement
scale (“strongly agree” to “strongly disagree”).
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Chapter 2: Literature Review

2.1 Introduction
This chapter reviews the literature on the history of English for Specific Purposes (ESP)
internationally, regionally, and nationally. In addition, the literature review will be extended to
cover the learner’s motivations and attitudes toward their ESL/EFL classes as a means of
providing a theoretical framework for this study. For a better understanding of this study, this
chapter discusses the previous research on motivations and attitudes toward L2 learning,
focusing on ESP learner’s motivations and attitudes.
The chapter starts by discussing the origin of ESP as an essential sub-field of English for
Speakers of Other Languages (ESOL), its emergence, branches, and importance. ESP is then
discussed in the international and Arab context in general and in Egypt in particular. Finally,
definitions and different types of motivations and attitudes discussed in the literature are
explored.
2.2 ESP Background
As one of the most important sub-fields of English for Speakers of Other Languages (ESOL)
during the last few decades, English for Specific Purposes (ESP) was considered the subfield that
systemized English teaching in order to make it more purposeful (Harper, 1986). Basturkmen
(2010) shed the light on teaching the language as a tool for communication rather focusing on
phonological, grammatical and lexical issues. In addition, various learners may have different
communicative needs which require a certain type of course. Consequently, it is believed that
teaching an item is no longer necessary since “it is ‘there’ in the language” (Basturkmen, 2010,
p. 1). For example, Basturkmen (2010) added that a tourist who visits England does not need the
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same course that is designed for an air traffic controller in Singapore or a Colombian engineer
who is preparing for graduate studies.
Although ESP gained prominence in the EFL environment during the 1970s, research on
ESP as a subfield began almost two decades before (Dudley-Evans & St John, 1998; Hutchinson
& Waters, 2006). There are many reasons for the growth of ESP: the world economic
development in the 1950s and 1960s, especially in the field of both science and technology; the
increase in the use of English language as an international language in science, technology, and
business; the booming economy of some oil producing countries; and the increased number of
international students who want to pursue their studies in English speaking countries such as
Britain, the United States and Australia (Dudley-Evans & St John, 1998; Hutchinson & Waters,
2006).
Regarding the history of ESP, the idea of language for specific purposes can be traced
back to the 16th century, when there was a need for commercial English for the Huguenots and
other Protestant refugees arriving in England (Dudley-Evans & St John, 1998). Such a need was
considered the basics of focusing on business English in early English Language Teaching
(ELT). However, the first textbooks for commercial English and business letter writing appeared
as true features of ELT in the 19th century. The researchers added that the real momentum for
developing ESP as a discipline began in the 1962 and continued until 1988. Teaching ESP
started from the “grammatical and lexical features of ‘modern scientific prose’ as the real
beginning” (p. 20). Finally, text analyzing was reduced to a minimum to be followed by writing
a series of handouts, which paved the way for more extensive research. Hutchinson and Waters
(2006) argued that a new idea was crystallized at the same time as the demand for courses
tailored for specific needs increased. This idea was represented in using the linguistic features of
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real communication throughout English courses designed for specific groups of learners. It was
thought that language should be varied from one specific situation to another and that each
specific situation’s features should constitute the basics of the learner’s course.
2.3 ESP Definition
Although ESP does not have a specific definition, all suggested definitions for ESP relate to
learners. Sifakis (2003) presented three suggestions from Kerr in 1977, Ellis and Johnson in
1994, and Dudley-Evans and St John in 1994:
We are dealing…with a person who is an expert in his own field and who can perform his
various duties adequately in his mother tongue. [Also,] at one level learners can be young
and still at high school level, [. . .] there are also job-experienced learners studying in
universities and colleges in the UK, [and] ESP is likely to be designed for adult learners,
either at a tertiary level institution or in a professional work situation. It could, however,
be used for learners at secondary school level” (p. 201).
Hutchinson and Waters (2006) considered ESP as an approach to language learning
rather than a product as it does not include a particular kind of language, teaching material or
methodology. In other words, ESP may not be taught depending on a determined methodology as
the ESP teaching should reflect the methodology of the discipline it discusses.
Considering ESP as an approach makes it relevant to practically all age-groups (except,
perhaps, younger learners) and, arguably, all target situations (Dudley-Evans & St John, 1998;
Hutchinson & Waters, 2006; Sifakis, 2003). Dudley-Evans and St John (1998) raised a question
to be considered as a foundation to ESP: “Why does this learner need to learn a foreign
language?” (p. 3). They said that need is a key answer to this question which relates to the
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learners’ need to learn English; with each need varying from one purpose to another; study or
work; for examples. As mentioned earlier, Richards and Rodgers (2001) said that the ESP
movement started “not from a structural theory of language but from a functional account of
learner needs” (p. 21).
2.4 ESP context nationally and internationally
According to Johns and Dudley-Evans (1991), ESP began to spread as the demand for English in
Asia, Africa and Latin America in the 1970s became more urgent. Such importance has two
dimensions: nationally and internationally. With respect to the national dimension of ESP, Johns
and Dudley-Evans (1991) added that in the countries that use English for internal
communication, such as India, Nigeria, Singapore, Fiji, and Kenya, the English language is used
and shared by educated citizens and is considered the most available and neutral language. As a
result, it was argued that the national dimension helps encourage students to comprehend their
role in developing their country educationally and socially as their ESP textbooks “reflect the
norms of local speech and discourse communities rather than a transnational standard” (Johns &
Dudley-Evans, 1991, p. 302). Johns and Dudley-Evans (1991) argued that English is also urgent
in internal interaction in communities of fast growing economy.
ESP is also essential for international communication. It should increase the students’
awareness concerning the explosion of scientific and technical English (EST). Johns and DudleyEvans (1991) argued that there has been “a dramatic increase” (p. 302) in the number of
international professional journals written in English (more than 65%) since 1965. There are
many publications all over the world that reflect the concerns of the ESP area. Among these are
ALSED-LSP Newsletter from Denmark and published by UNESCO, ESP publications of the
Regional English Language Center from Malaysia, Fachsprache from Austria, ESPMENA
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(English for special purposes in the Middle East and North Africa) from Sudan, and the reputable
international journal English for Specific Purposes (Johns & Dudley-Evans, 1991).
Interestingly, Johns and Dudley-Evans (1991) mentioned that the number of EFL
subscribers to the journal English for Specific Purposes who are interested in the field exceeds
the number of their counterparts who speak English and live in English-speaking countries. They
justified this partially by stating that ESP is often named differently in English-speaking
countries, e.g., "content-based instruction" in the U.S. and English for the workplace (EWP) in
Australia. Besides, more than half of the published articles in the ESP field are written by authors
teaching in EFL contexts.
2.5 ESP in the Arab world and Egypt
Since ESP gained prominence as an important sub-field in the EFL environment during the
1970's as the demand for English became more urgent in Asia, Africa, and Latin America
(Hutchinson & Waters, 2006), the usage of ESP increased in the Arab world in the period from
1977 to 1983. Swales provided a very good review of the status of ESP in the Arab world from
1977 to 1983 (Swales, 1984) when ESP was being shaped solidly in this part of the world.
2.5.1 ESP in the Arab world.
Demand for English increased in the Arab world after 1977, due to the increasing use of English
especially in the fields of business and negotiations (Zikri, 1993; Swales, 1984). Another reason
was the increase in organization-based training programs that depended on a number of Service
English Units in departments in the Arab world that have a wide range of contacts with other
professional units and departments. An example of these organizations is ARAMCO in the
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Kingdom of Saudi Arabia which is known for its huge size and enormous training activities
(Swales, 1984).
The quality of ESP in the Arab world in the 1970s was affected by three factors. First, the
increasing amount of external contact and support represented by the receipt of funds for ESP
related programs (e.g., Ford Foundation). Second, the stable ESP status without having any other
development in ESP area in the Arab world from 1977 to 1983, with the exception of some
improvements in the Maghreb area without mentioning a reason for such improvement. Third,
the teaching staff (Teaching assistants and assistant lecturers) appointed in the educational
institutions, who were selected for their high qualifications in the field of linguistics, but who
actually had little or no experience in the field of teaching or ESP. In other words, these
enthusiastic lecturers had received their traditional training in linguistics, which is a problem
considering that ESP depends primarily on content and lexicon, rather than on other linguistic
features (Zikri, 1993; Swales, 1984).
By 1983, however, Swales (1984) noticed that the situation started to change for the
better as the number of professional teachers started to increase, which had a great effect on the
spread of ESP in the Arab world at that time. Swales (1984) called these professionals “KELTOfficer elite” (p. 15). Standing for Key English Language Teaching, KELT was a teaching
program supervised by the British Council from the 1950s to the 1980s. The program was
responsible for many reputable projects overseas, in India, Iran, Yugoslavia, and Egypt, and in
many other countries as well. The program depended mainly on teams of experts who worked
overseas to supervise many projects including ESP. These teams were headed by well-known
experts in the field such as Tony Dudley-Evans in Yugoslavia, and Adrian Doff, Roger Bowers,
and Andrew Thomas on the Ain Shams team in Egypt (Bolitho, 2005). Swales (1984) mentioned
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that: “43 out of a world total of 150 KELT-officers are currently working in the Arab world, 17
of them on ESP projects” (p.15).
Swales (1984) referred to an M.Sc. dissertation on ESP/ELT problems in the Arab world
that was conducted by Waraka Barmada at the University of Aston in Birmingham. The results
revealed many problems among which were that people working in this field lacked time for
research, had lower status than other professionals, had not received recognition from authorities
for the services they offered, and had no contact with other teachers of English. Such negative
feelings of ESP staff were stressed in Van Naerssen’s (1994) study of the Egyptian ESP teachers
which showed that many teachers suffered from an identity crisis based on the belief that they
are seen as “poor cousins” (p. 35) by members of other English departments. Van Naerssen
added that most ESP instructors were deemed unprofessional if they had not received their
training in a School of Education or in an English department. It is worth mentioning that, 18
years later, Yossry (2012) reported the same factor in Egypt, in addition to others that may
negatively affect an ESP teacher's performance, e.g., job satisfaction, self-efficacy and work
conditions, for example.
2.5.2 ESP in the Egyptian context.
Although Egypt faced the same factors which affected the quality of ESP in the Arab world
(Zikri, 1993; Swales, 1984), the emergence of ESP in Egypt was also affected by politics. In
contrast with President Gamal Abdel Nasser’s time in the 1960s, President Anwar Sadat’s opendoor policy encouraged citizens to seek English language proficiency. An explosion of language
schools was clear at that time and still is today (Zikri, 1993). Since that time, Zikri (1991)
added, most employment opportunities have required English, which was is with “climbing the
social ladder” (p. 53).
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In 1974, the first English for Specific Purposes Center (ESPC) in Egypt was opened in
Alexandria at the request of the English Department at Alexandria University to teach Scientific
English. Subsequently, many ESPCs were successively established at many Egyptian
universities: the ESP Research Center, Mansoura University in 1987; the English Language
Center, Suez Canal (Ismailia) in 1991; the ESP Unit, Zagazig University in 1991; and the
Teachers’ Resource Center, Benha Branch of Zagazig University in 1990. Both Helwan
University and Assiut University also made efforts to establish their own ESP Centers at that
time (Zikri, 1993). However, to the best knowledge of the researcher, the number of ESP centers
has multiplied since the early 1990s but there is current account regarding the number of the ESP
centers that currently exist.
Regarding the different problems ESP personnel face in Egypt, Zikri (1993) referred to a
survey concerning the existing ESP programs that was conducted among representatives of 20
institutions in 1990. The survey was undertaken to provide the Ministry of Higher Education
Committee with appropriate information in order to enhance the capacity of the Egyptian
institutions to teach ESP. The survey implications showed that there was “a serious interest in
ESP work and quality” in the Ministry (p. 55). However, counter-waves opposed the survey’s
results. Critics argued that Arabic is the national language of the nation and that Egypt is an Arab
country in culture. They also insisted on rejecting teaching English other than as a subject, and
said that the Ministry of Higher Education should have the sole right to supervise all curricula in
order to stop what they described as an alien cultural invasion. Finally, the survey’s opponents
stressed that foreign languages should not be taught at an early age so as not to seriously
interfere with first language acquisition. It is worth mentioning that one of the authorities,
Professor A. F. Galal, the Dean of the Institute for Educational Studies and Research and the
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Director of the National Center for Educational Research and Development at that time was one
of the key supporters of such counter-waves (Zikri, 1993).
In addition, another survey was conducted at the 12th National Symposium of ELT in
Egypt in 1992 with regards to teaching ESP in Egypt. The results showed many problems: a lack
of motivation and interest among participants, inadequate materials, students who undervalued
ESP and were not able to learn due to overcrowded classrooms, teachers who lacked information
concerning the area of specialization, students’ needs not being taken into consideration, and
finally, teaching assistants who needed training (Zikri, 1993).
Zikri (1993) added that only one Ph.D. holder among 11 in that symposium referred to
different results. Zikri (1993) said that there was a kind of mismatch between the teachers’ and
students’ expectations as well as poverty regarding methods and techniques. She also showed
that teachers had no clear objectives, materials were not sufficient, and that Arabic was being
used as the medium of instruction. And finally, she pointed to a lack of articulation among the
curricula and an absence of training for students that include more grammar and oral skills to do
their assignments. Compared to the published results of the survey, the abovementioned results
were unexpected as they showed another side of the problem: “shortcomings of either teacher’s
attitudes, qualifications or materials and methodology” (Zikri, 1993, p. 59). Zikri (1993) added
that the general tendency at that time was “to blame the victim, the student” (p. 59).
Although the negative factors which may affect an ESP teacher's performance in Egypt
have been discussed in one study (Yossry, 2012), the victim is still ignored as most research has
not investigated ESP students’ motivations and attitudes in Egypt. It was surprising that the
recommendations of the 11th National Symposium in 1991 focused on granting ESP teachers
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recognition and supporting them through all means (i.e. advisory, increasing cooperation among
institutions, and increasing funds) and that some of these recommendations were even
implemented, but that ESP students themselves were not taken into consideration.
2.6 Motivation and Attitudes
2.6.1 Motivation.
Motivation plays an essential role in how well a learner understands the suggested material in an
EFL classroom. Ryan and Deci (2000b) suggested that humanity can be represented in being
curious, vital and self-motivated regardless of social strata or cultural origin. Over the last three
decades, studies have shown that motivation, along with the perception of study conditions,
attitude, orientations, and anxiety, is one of the most effective factors in predicting L2
achievement (Dörnyei, 1998; Gardner, 1985; Masjuan & Troiano, 2009; Noels et al., 2000;
Oxford & Shearin, 1994; Vaezi, 2008).
Although many definitions of motivation are provided in the literature, there is still a lack
of consensus (Oxford & Shearin, 1994). For example, Gardner (1985) defined L2 motivation as
“the extent to which an individual works or strives to learn the language because of a desire to do
so and the satisfaction experienced in this activity” (p. 10). Ten years later, Gardner and
Tremblay (1994) added the attitude to their definition of motivation. They defined motivation as
“the combination of effort plus desire to achieve the goal of learning the language plus favorable
attitudes toward learning the language.” Pintrich and Schunk (1996) defined it as “the process
whereby goal-directed activity is instigated and sustained (as cited in Dörnyei, 1998, p. 118).
Williams, and Burden (1997) supported Pintrich and Schunk’s definition but they cognition and
emotions to their definition. They defined motivation as “a state of cognitive and emotional
arousal, which leads to a conscious decision to act, and which gives rise to a period of sustained
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intellectual and/or physical effort in order to attain a previously set goal (or goals)” (as cited in
Dörnyei, 1998, p. 126). In their discussion on motivation, Csizér and Dörnyei (2005) stressed on
behavior. They suggested that motivation “is only indirectly related to learning outcomes /
achievement because it is, by definition, an antecedent of behavior rather than achievement” (p.
20). Csizér and Dörnyei (2005) meant that motivation explains why people behave when doing
something rather than how successful their behavior will be. Finally, Ryan and Deci (2000b)
stated that motivation “concerns energy, direction, persistence and equifinality – all aspects of
activation and intention” (p. 69).
2.6.1.1 The basis of language learning motivation.
Regarding the history of the motivational research developments in the field of education, two
developments needed to be taken into consideration in order to understand the recent
development in this area (Gardner &Tremblay, 1994). The first development dates back to 1932
when the psychologist Edward C. Tolman referred to L2 motivation as the learning without
having either rewards or drive reduction. This approach paved the way for the development of a
more cognitivist approach to motivation. The second development focused on measures of
individual difference such as anxiety and achievement needs. Gardner and Tremblay (1994)
added that motivation research, as a result, has focused recently on both cognitive approaches
and individual differences.
Dörnyei (2001, 2003) referred to Canada as the birth place of motivation research in the
1970s, a period when motivation was dominated by a social psychological emphasis. Such a
unique situation was represented in the “coexistence of the anglophone and francophone
communities speaking two of the world’s most vital languages” (Dörnyei, 2003, p. 4).
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Along with Canada, many descriptive studies were conducted that discussed the
interrelationship between social contextual variables and motivation/attitudinal factors in social
particular contexts and in different areas with distinguished ethnolinguistic features (Dörnyei,
1998). An example is a 1993 study by Kraemer on Arabic language among Israeli high school
students that showed that Gardner's motivation model also works in environments which are
different from the Canadian context where the model originated. Another study has also been
done (i.e. Kassabgy, 1976; Schmidt et al., 1996) on the motivation and learning strategy use of
adult Egyptian learners of English. Moreover, other studies in the Far East discussed the growing
importance of learning English in that part of the world (Dörnyei, 1998).
2.6.1.2 Gardner’s motivation theory.
Gardner’s motivation theory has been revised many times over the last three decades, (Dörnyei,
2001). The first model of Gardner was called conceptualization of the integrative motive, in
which he focused on motivation to learn L2 as a result of positive feelings toward the community
that speaks the target language (Dörnyei, 1994a, 2001; Gardner, 1985, 2010). This integrative
motive, developed by Gardner and Lambert, is a composite construct with three main
components: integrativeness, attitudes toward learning situation, and motivation which in turn
includes effort, desire, and attitude toward learning (Dörnyei, 1998, 2001; Gardner, 1985, 2010;
Gardner & Lambert, 1972; Noels et al., 2000).
A few years later, Gardner and MacIntyre (1993) expanded on Gardner’s (1985) theory to
focus on “the role of various individual difference characteristics of the student in the learning of
a second language” (Dörnyei, 2001, p. 51). They called this theory the socio-educational model
from which most research on student’s motivation in L2 contexts has drawn heavily (Dörnyei,
1994a, 1998, 2003). In this model, Gardner discussed the three previously mentioned concepts:
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motivation, integrativeness, and attitude toward the learning situation, but he designed the
Attitude/Motivation Test Battery (AMTB) that included two measures of reasons for learning
another language: the integrative orientation (or objective) and the instrumental orientation
(Gardner, 1996, 2010; Masgoret & Gardner, 2003).
In the socio-educational model, motivation was considered to have two orientations,
integrative and instrumental, both of which help in understanding the degree of success
experienced by students studying a second language (Dörnyei, 1994a, 1994b, 1998, 2003;
Gardner, 1985, 1996, 2010; Gardner & MacIntyre, 1993; Gardner & Tremblay, 1994; Masgoret
& Gardner, 2003; Oxford & Shearin, 1994; Vaezi, 2008). The integrative orientation is one of
the main components that Gardner stressed (Dörnyei, 1994). It is also considered the most
developed and researched aspect of Gardner’s (1985) motivation theory (Dörnyei, 2003).
Integrative orientation is defined as “a desire to learn the L2 in order to interact and identify with
members from the L2 community” (Noels et al., 1999, p. 24). Also, it is the combination of three
components – “integrativeness, attitudes toward the learning situation, and motivation”
(Masgoret & Gardner, 2003, p. 128). For a long time, integrative motivation (orientation) was
considered superior to instrumental motivation with regards to language learning success
(Dornyei, 1998; Vaezi, 2008).
On the other hand, instrumental motivation focused on “the individual’s expectation of
receiving a valued reward” (Oxford & Shearin, 1994, p. 18). Dörnyei (1994) argued that
instrumental motivation is related to “potential pragmatic gains of L2 proficiency” (p. 274) such
as obtaining a good job or receiving a high salary. Dörnyei (1994a) added that instrumental goals
contribute significantly to FL learners’ motivation.
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Due to a call in the 1990s for the model’s scope to be widened, Tremblay and Gardner
extended Gardner’s social psychological construct of L2 motivation by incorporating it into new
elements: expectancy-value and goal theories (Dörnyei, 2001; Gardner & Tremblay, 1994). As a
result of Gardner’s responses to the continuous calls of expanding his motivational models, these
models received appreciation and support from many scholars (Dörnyei, 2001; Noels et al.,
2000; Vaezi, 2008). However, many researchers opposed it, arguing that motivation researchers
were overwhelmed by overlap between different types of motivation since identifying the
contextual circumstances in which motivation takes place is not always clear.
This overlap supports one of the weaknesses in Gardner’s theory. Such weakness
presented in having only the integrative or instrumental motivation in his theory and not adding
any additional contexts other than the unique context of Canada (represented in the coexistence
of the anglophone and francophone communities) that was mentioned earlier (Dörnyei, 1994a,
2001; Vaezi, 2008). Dörnyei (1994) added that other researchers, himself along with Clement
and Kruidenier, added different and independent types of motivation, such as knowledge,
friendship, and travel orientation. These, however, can be clearly placed under integrativeness.
Also, further research extended other types of motivation such as
intrinsic/extrinsic motivation, intellectual curiosity, attribution about past successes/
failures, need for achievement, self-confidence, and classroom goal structures, as well as
various motives related to learning situation-specific variables such as classroom events
and tasks, classroom climate and group cohesion, course content and teaching materials,
teacher feedback, and grades and rewards (Dörnyei, 1994a, p. 275).
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2.6.1.3 A self-determination approach to motivation.
Concurrently, there have been discussions and arguments over the need for L2 motivation
research to explore models of motivation developed by educational and social psychologists not
directly involved in L2 research (Noels et al., 2000; Oxford & Shearin, 1994). The new models
should focus on concepts (e.g., intrinsic motivation) as well as the utility of new concepts in the
L2 field such as volition, autonomy, and choice (Deci & Ryan, 1985). There was a need for other
alternative motivational models “not to replace the integrative-instrumental distinction, but rather
to complement it” (Noels et al., 2000, p. 60). Self-Determination Theory (SDT) has integrated
the concepts that were sought by Clement, Kruidenier, Dörnyei, Noels and others (Dörnyei,
2005; Dörnyei & Ushioda, 2009; Noels, Clement, & Pelletier, 2001; Noels et al., 2000)
Ryan and Deci (2000b) defined SDT as “an approach to human motivation and
personality that uses traditional empirical methods while employing an organismic metatheory
that highlights the importance of humans’ evolved inner resources for personality development
and behavioral self-regulation” (p. 68). In other words, SDT is an area that investigates people’s
inherent growth and innate psychological needs for self-motivation, personality integration, and
the conditions that support these positive processes (Ryan & Deci, 2000b). Ryan and Deci
(2000b) added that SDT “is concerned not only with the specific nature of positive
developmental tendencies, but it also examines social environments that are antagonistic toward
these tendencies” (p. 69).
Vallerand reported that SDT is one of the most well-known paradigms that discusses
distinctions between the current conceptualization of intrinsic and extrinsic motivation (Dörnyei,
2001). Unlike the previously mentioned motivation models, this theory provides a third type of
motivation in addition to intrinsic and extrinsic motivation: amotivation (Dörnyei, 2001; Noels et
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al., 2000). According to SDT, there are three categories of motivation: intrinsic motivation (IM),
extrinsic motivation (EM), and amotivation (AM). The first deals with “behavior performed for
its own sake in order to experience pleasure and satisfaction” (Dörnyei, 2001, p. 27), such as
experiencing the feeling of doing a certain activity. Dörnyei (2001) stated that the second
discusses performing a behavior “as a means not an end” (p. 27) which means receiving extrinsic
rewards or avoiding punishment. The third refers to “the lack or absence of motivation and is
observed when individuals do not perceive the contingencies between their actions and their
consequences” (Ratelle, Guay, Vallerand, Larose, & Senécal, 2007, p. 735). Ratelle et al. (2007)
presented intrinsic motivation, extrinsic motivation, and amotivation differently, by labeling
intrinsic motivation as the autonomous regulation, extrinsic motivation as controlled regulation,
and amotivation as the lack of both.
2.6.1.3.1 Intrinsic motivation (IM).
This type of motivation refers to engaging in an activity for enjoyment and satisfaction (Noels et
al., 2000). Deci and Ryan suggested that IM is founded depending on innate needs for
competence and self-determination (Deci & Ryan, 1985; Deci et al., 1991; Noels et al., 2000;
Ryan & Deci, 2000b). Deci and Ryan (1985) depended on the psychologist Robert White’s
(1959) hypothesis that “organisms are innately motivated to be effective in dealing with their
environment” (p. 5) because interacting with the environment competently is the reward itself
since the behavior can be independent of any drive-based reinforcement. However, Ryan and
Deci (2000b) mentioned that their IM theory did not study what causes such type of motivation;
rather, it focused on the conditions that maintain or stop such innate inclination.
Deci and Ryan (1985) presented a sub-theory within SDT called the cognitive evaluative
theory (CET) that was framed regarding the environmental factors that value or undervalue IM.
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They added that CET explains variability in IM and focuses on the basic needs for competence
and autonomy. Although IM has been typically seen as a unidimensional construct, Vallerand
and his colleagues did not have the same opinion (Dörnyei, 2001; Noels et al., 2000; Vallerand
& Bissonnette, 1992; Vallerand et al., 1992). In the 1990s, they proposed a tripartite taxonomy
(subtypes) of IM (Dörnyei, 2001; Noels et al., 2000; Vallerand & Bissonnette, 1992; Vallerand et
al., 1992). Vallerand et al. (1992) argued that the taxonomy depended mainly on IM literature
that showed the presence of three types of IM. These subtypes are: IM-to know, IM-to
accomplish thing, and IM-to experience stimulation. Noels et al. (2000) stated that the common
basis of these three subtypes is “the pleasurable sensations experienced during the self-initiated
and challenging activity” (p. 61).
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Figure 2.1.
Ryan and Deci’s taxonomy of human motivation. The self-determination
continuum displaying types and subtypes of motivation regarding their regulatory styles, position
of causality, and corresponding processes. Adapted from “Self-Determination Theory and the
Facilitation of Intrinsic Motivation, Social Development, and Well-Being,” by R. M. Ryan and
E. L. Deci, 2000, American Psychologist, 55(1), p. 72. Copyright 2000 by the American
Psychologist.
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Intrinsic motivation to know (IM-to know) is the type that is the most widely-spread in the
field of educational research (Vallerand et al., 1992). Noels et al. (2000) stated that it is the
motivation for doing an activity for the feeling associated with exploring new ideas and
developing knowledge. These feelings have many constructs such as “exploration, curiosity,
learning goals, intrinsic intellectuality, and finally the IM to learn” (Vallerand et al., 1992, p.
1005). For instance, students who read a book just for the pleasure they experience while
learning something new are intrinsically motivated to know.
Intrinsic motivation toward accomplishments (IM-to accomplish things) is the second
type of IM that refers to sensations related to accomplishing. It is discussed in psychology and
education research under concepts such as mastery motivation (Vallerand et al., 1992). This type
of IM refers to “the sensations related to attempting to master a task or achieve a goal” (Noels et
al., 2000, p. 61). Vallerand et al. (1992) defined IM-to accomplish things as “the fact of engaging
in any activity for the pleasure and satisfaction experienced when one attempts to accomplish or
create something” (p. 1005). They added that in this type, as Deci and Ryan stated before, the
individuals interact with the environment for feelings of competence in addition to creating
unique accomplishments. Vallerand et al. (1992) provided an example of this type of motivation
through students who extend their work beyond the requirement of a paper in order to experience
pleasure and satisfaction while trying to exceed their abilities.
Intrinsic motivation to experience stimulation (IM-to experience stimulation) is the third
type that represents the operative type when someone engages in an activity to experience
stimulating sensations derived from such engagement (Vallerand et al., 1992). Vallerand and his
colleagues (1992) gave examples of these sensations such as sensory pleasure, aesthetic pleasure,
fun and excitement. They introduced the example of the students who go to class seeking the
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excitement of a stimulating discussion or those who seek intense feelings of cognitive pleasure
from reading exciting passages.
2.6.1.3.2 Extrinsic motivation (EM).
Contrary to intrinsic motivation (IM), extrinsic motivation (EM) refers to the actions that are
carried out to achieve an instrumental end: achieving rewards or avoiding a punishment (Noels et
al., 2000). Dörnyei (2001) stated that several studies have argued that EM has the ability to
undermine IM. He added that many studies confirmed such a hypothesis, explaining that students
lose their natural intrinsic interest when they are forced to do something as an extrinsic
requirement. However, Dörnyei (2001) said that many other studies could not support such a
hypothesis, meaning that various types of regulations can exist between both IM and EM
continuum in SDT depending on how “internalised” they are. Dörnyei (2001) explained Deci and
Ryan’s term the internalization of motivation stating that it is “how much the regulation has been
transferred from outside to inside the individual” (p. 28). Deci and Ryan discovered that more
self determined and internalised extrinsic rewards may lead to IM (Deci & Ryan, 1985; Dörnyei,
2001).
Deci and Ryan’s (1985) study proposed four subtypes of EM, ordered from lower to
higher levels of self-determination: external regulation, introjected regulation, identified
regulation, and integrated regulation. Reviewing the literature, it was observed that most studies
obviously neglected the integrated regulation stating that EM has only the first three subtypes
(Noels et al., 2000; Pelletier et al., 1995; Vallerand & Bissonnette, 1992; Vallerand et al., 1992).
Vallerand et al. (1992) justified such negligence by mentioning that the integrated regulation
was not initially included in the Echelle de motivation en education (EME) or the Education
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Motivation Scale, and as a result, it was not assessed by the Academic Motivation Scale (AMS).
Vallerand et al. (1992) added that this decision was supported for two reasons:
First, pilot data revealed that integrated regulation did not come out as a perceived reason
for participating in education activities. Second, factor analysis on experimental forms of
the EME revealed that integrated regulation did not distinguish itself from identified
regulation. The above findings may have been due to a host of potential factors including
the fact that young adults may be too young to have achieved a sense of integration with
respect to school activities (Vallerand at al., 1992, p. 1006).
However, Vallerand and his colleagues mentioned later that these reasons are in need of
future research (Vallerand at al., 1992). Ryan and Deci (2000b) admitted that “in some studies
identified and intrinsic forms of regulation have been combined to form an autonomous
motivation composite” (p. 73). However, most studies in the literature (e.g., Noels et al., 2000;
Vallerand et al., 1992) ignored completely the integrated regulation construct for the above
mentioned reasons while Deci and Ryan still use it in their studies (Deci & Ryan, 1985; Deci et
al., 1991; Ryan & Deci, 2000b).
As a result, the integrated regulation construct will not be discussed in the present study,
and for the following reasons. First, the earlier studies of motivation in the field of education had
difficulty in distinguishing this construct from the identified regulation (e.g., Vallerand et al.,
1992). Also, most of the students in the present study are first-year students who might face the
same difficulty in distinguishing between these two constructs due to their young age. Finally,
future research is necessary to distinguish the utility of this distinction.
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Concerning the field of education, the first type of EM is external regulation, which is
the behavior that is regulated through an external means to the individual such as tangible
benefits or costs (Noels et al., 2000; Ryan & Deci, 2000b; Vallerand et al., 1992). This means
that if the reason for learning does not exist, it will be useless to engage in the learning process.
Noels et al. (2000) ensured that this type of EM is similar to Gardner and MacIntyre’s
instrumental orientation. Vallerand et al. (1992) provided an example of a student who studies
the night before the exam only because his parents force him to do so.
Introjected regulation is the second type of EM and is more internalized into the selfconcept (Noels et al., 2000; Ryan & Deci, 2000b; Vallerand et al., 1992). It refers to the reasons
that make an individual perform an activity due to some types of pressure that incorporated into
the self. This pressure compels the individual to carry out that activity (Noels et al., 2000;
Vallerand et al., 1992). This means that the individual starts to internalize the reasons for his or
her actions (Noels et al., 2000; Ryan & Deci, 2000a, 2000b; Vallerand et al., 1992). For instance,
the same student in the external regulation example may change his/her reason for studying for
the exam out of his/her parents’ belief that this is what students are supposed to do. The same
would also apply to the students who learn L2 to reduce guilt of not speaking the language
(Noels et al., 2000).
Identified regulation is the third type of EM and the most self-determined form. In this
type the individuals invest effort in an activity because they have chosen to do it for personal
reasons (Noels et al., 2000; Ryan & Deci, 2000a, 2000b; Vallerand et al., 1992). For instance, a
student would carry out an activity for achieving a valued goal. An example of this would be
language learners who keep repeating an oral exercise because they know the importance of
these exercises in achieving the language fluency (Noels et al., 2000).
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Finally, Deci and Ryan mentioned that the higher self-determined individual to perform
particular behavior is affected by having the opportunity to experience autonomy (experiencing
the origin of one’s behavior), competence (feeling efficacious and having the ability to
accomplish something), and relatedness (feeling close and connected to the others) which they
considered the most fundamental human needs to be satisfied (Deci & Ryan, 1985; Dörnyei,
2001).
2.6.1.3.3 Amotivation (AM).
Deci and Ryan (1985) suggested amotivation (AM) as a third type of motivational construct that
can be contrasted with both IM and EM for a better understanding of human behavior (Deci &
Ryan, 1985; Dörnyei, 2001; Noels et al., 2000). According to Deci and Ryan, AM refers to the
situation where an individual observes no relation between his/her actions and the outcomes or
consequences of these actions (Noels et al., 2000; Ryan & Deci, 2000b; Vallerand et al., 1992).
In these situations, the individual is expected to quit these activities soon since neither IM nor
EM can be found.
To sum up, in all their studies (e.g., Deci & Ryan, 1985; Ryan & Deci, 2000a, 2000b),
Deci and Ryan provided a motivational framework that reorganized the existent motivational
orientations (e.g., Gardner’s motivational theories and the integrativeness-instrumentality
dichotomy). Dörnyei (2005) stated that Gardner’s integrative orientation related strongly to the
more self-determined forms of SDT (i.e. identified regulation and intrinsic motivation) while
instrumental orientation correlated highly with the external regulation. This assumption proves
that SDT tried to reorganize and not replace the previous motivational theories, including
Gardner’s. Newly-established motivational theories (e.g., SDT) started moving toward a
psychological framework seeking a full and better understanding of human behavior toward
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learning L2 and to how to predict the way orientations are related to learning outcomes (Noels et
al., 2000).
2.6.2 Language attitude.
The first study to investigate the relation between attitude and motivation was conducted by
Gardner and Lambert in 1959. Attitude is considered one of the motivation components along
with motivational intensity and the desire to learn (Dörnyei, 1998; Gardner & Lambert, 1972).
Gardner and Lambert (1972) stated the relationship between the student’s motivation and attitude
concerning language learning. They added that the learner’s attitudes and readiness to identify
the whole process of learning a foreign language determine his/her motivation toward learning
such a language. Also, Gardner argued that motivation toward L2 learning has three components:
the “effort expended to learn the material, desire to learn the material, and favourable attitudes
associated with learning the material” (Gardner & Tremblay, 1994). However, Dörnyei (1994a)
mentioned that the effect of attitudes and motivation are quite different as they are derived from
different psychological disciplines and must not be used together in psychology literature.
Dörnyei (1994a) explained such a distinction stating that the attitude is discussed in social
psychology and sociology and it concerns “where action is seen as the function of the social
context and the interpersonal/intergroup relational patterns” (p. 274). Finally, Dörnyei (1994a)
added that motivation searches for “motors of human behavior” (p. 274) inside one’s self not
outside in the social being.
Although Gardner (1985) used just two scales in the AMTB to assess attitudes, i.e.
evaluation of the course and evaluation of the teacher, Masgoret and Gardner (2003) stated that
other factors could be added such as evaluating textbooks, learning materials, the learning
environment and classmates. However, they added, the scales used in the AMTB are the most
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important as they focus on individual differences. Dörnyei (1998) ensured the importance of
assessing attitudes toward something that is strongly related to behavior, expecting the highest
accuracy specially when the attitudinal target is language learning.
Regarding attitude classification, Gardner (1985) mentioned that attitudes can be
classified depending on many dimensions. The first dimension is specificity/generality, in which
attitude toward learning a language is relatively specific to the language or learning. The second
dimension is utilitarian, which means the usefulness of learning the language. The third
dimension is aestheticism, meaning appreciation of the language. The fourth dimension is
tolerance, or the acceptance of learning the language. The fifth and the last dimension is
relevance, which means that language learning is relevant to L2 achievement. It is worth
mentioning that the last dimension is very important as there should be a “correlation between
attitude and the achievement variables” (Gardner, 1985, p. 41). Having a positive or negative
attitude depends on the extent to which the variables are achieved. However, positive attitudes
may be obtained even while there is no preference to learning the language. On the other hand,
Gardner (1985) suggested that an individual may acquire a negative attitude due to other external
factors rather than the educational reason such as an inappropriate context or a dislike for the
teacher.
Gardner (1985) stated that attitude variable can be classified as either educational or
social attitudes. He added that wher attitudes toward the teacher or the course are involved,
learning the language would be classified as educational attitudes. Attitudes toward the cultural
background and implications of L2 acquisition are considered social attitudes. An example of a
social attitude could be not having the desire to learn the language of a minority group.
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Gardner (1985) reported that sex, upbringing, and age may affect the individual’s
attitudes toward language learning. Regarding the first, Gardner (1985) noticed that girls hold
more significantly positive attitudes toward learning a second language than boys do. Also, the
student’s upbringing may affect his/her attitude toward language learning. For example, it was
noticed that students of New Brunswick held more positive attitudes than their Canadian
counterparts in Ontario. Regarding age, Gardner (1985) noticed that “attitudes toward L2
learning become less positive with age” (p. 44), despite a lack of obvious reasons for such a
decrease. A possible explanation could be found in how mature students look objectively toward
issues or experience of L2 learning, making them more critical of the entire situation (Gardner,
1985).
Finally, regarding SDT, Ryan and Deci (2000a) argued that differences in attitudes relate
to the different types of extrinsic motivation. They said that “the more students were externally
regulated, the less they showed interest, value, or effort, and the more they indicated a tendency
to blame others such as the teacher, for negative outcomes” (p. 63). Moreover, although there is a
positive relationship between introjected regulation and exerting effort, introjected regulation
also relates more to anxiety and less to adjustment with failure (Ryan and Deci, 2000a). Also,
identified regulation is associated with a high level of school enjoyment and positive coping
styles as Ryan and Deci (2000a) stated. Finally, Ryan and Deci (2000a) ensured that intrinsic
motivation correlates better with these factors (i.e. enjoyment, felt competence, and positive
coping).
2.6.3 Lack of research on motivation in SLA research.
Dörnyei (2003) argued that motivation was not covered in SLA research. He added that
motivation research did not succeed in establishing a link with other SLA research areas, thereby
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causing “an almost total lack of integration into the traditional domain of applied linguistics” (p.
21). As an example, he discussed how in Rod Ellis’ (1994) 700-page book, The Study of Second
Language Acquisition, less than 10 pages are devoted to motivational issues. However,
Dörnyei’s assertion can be contested by referring to the many books and articles that are devoted
exclusively to the motivational issue (e.g., Gardner, 1996; Gardner & Lambert, 1972; Gardner &
Tremblay, 1994b; Masgoret & Gardner, 2003; Noels, Clément, & Pelletier, 1999; Noels et al.,
2000; Oxford & Shearin, 1994; Ryan & Deci, 2000a, 2000b; Vallerand & Bissonnette, 1992).
Surprisingly, two years before expressing his assumption, in 2001 Dörnyei himself, in
collaboration with Richard Schmidt, edited one of the most informative books entitled
Motivation and Second Language Acquisition, consisting of almost 500 pages. However, it is
true that motivation in SLA research seemed to proceed in isolation from the rest of the field.
Dörnyei (2003) attributed this to the conflict between the micro perspective of SLA research and
the macro perspective of motivation research. For example, the former discusses the
development of language knowledge and skills in addition to analyzing various language
processes while the latter discusses attitudinal orientations of ethnolinguistic communities. In
Dörnyei’s opinion, these two areas constituted two different worlds.
Dörnyei (2003) pointed out that some integration started to emerge for two reasons. First,
the climate of applied linguistics changed to allow the consideration of psychological factors,
which constituted a new line in SLA research. Second, motivation was affected by a new
process-orientation approach, one marked by research perspective similar to the general
approach of SLA research. Dörnyei (2003), however, asked for more real integration between
both areas to focus on “specific language behavior” (p. 22) rather than general learning outcome.
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2.7 Conclusion
A review of the literature on ESP has revealed a scarcity of studies of ESP students’ motivation
and attitudes. Despite the extensive research in the field of ESP, most studies in the Arab world
and in Egypt have focused only on ESP instruction and design. As for ESP in the Arab context,
although studies can be observed, e.g. English for Higher Education in the Arab World: A Case
Study of Needs Analysis at Yarmouk University in Jordan (Zughoul & Hussein, 1985), An
Investigation into Stylistic Errors of Arab Students Learning English for Academic Purposes in
Jordan (Doushaq, 1986), Content-Based Language Instructional in a Tertiary Setting in Oman
(Flowerdew, 1993), How to Motivate EFL Learning and Teaching of Academic Writing by
Cross-Cultural Exchanges in Syria (Daoud, 1998), Rhetorical Duality and Arabic Speaking EST
Learners in Kuwait (Halimah, 2001), and Motivation and Attitudes toward Learning English: A
Study of Petroleum Engineering Undergraduates at Hadhramout University of Sciences and
Technology (Al-Tamimi & Shuib, 2009), few of these deal with students’ motivation or attitude.
Regarding the ESP context in Egypt, only a very few studies were found, e.g. English for
Police Officers in Egypt (Abo Mosallem, 1984), The Contradictory Current of ESP in Egypt:
Motivation & Quality (Zikri, 1993), Professionalizing the Field of ESP (Lomperis, 1993),
Improving Reading Performance among Egyptian Engineering Students: Principles and Practice
(Pritchard & Nasr, 2004), and Exploring ESP Teachers’ Attitudes toward Motivation, SelfEfficacy and Job-Satisfaction: The Impact of Working Conditions (Yossry, 2012). Clearly, these
studies discussed the ESP issues that are related to the problems that the ESP field encounters in
Egypt, ESP course design and development, or the ESP teachers’ motivation and attitude.
A review of the available ESP literature proves just how scarce are the books and studies
devoted to adult ESP learners and their motivations (Sifakis, 2003). While few studies have been
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conducted in the field of motivation in Egypt (e.g., Kassabgy, 1976; Schmidt et al., 1996), not a
single study has been conducted in Egypt on motivation toward ESP learners. Regarding
motivation and attitudes, the literature has paid more attention to the motivation and attitudes
concepts of ESL/EFL students. The Egyptian context suffers from a scarcity in the field of
research on ESL motivation, in general, and within the ESP sector, specifically. Only two studies
have been found on ESL motivation in Egypt (Kassabgy, 1976; Schmidt et al., 1996). Many
researchers stated that ESP learners were not studied with the same level of seriousness as their
EFL counterparts (Sifakis, 2003). As a result, there is a need for a study concerning ESP
learners’ motivations and attitudes in Egypt and to determine if Egyptian ESP students are
indeed affected by these factors or not.
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Chapter 3: Methodology
3.1 Introduction
The present study adopted a mixed-methods design by using a combination of qualitative and
quantitative techniques. The study investigated the sense of motivation and attitudes of ESP
students at an Egyptian university. The following section includes a description of the study
design, participants, data collection, and data analysis.
3.2 Mixed Method Approach
To answer the research questions, a mixed-methods approach was employed. This approach
offers a better perspective about the issues under investigation by utilizing the quantitative and
qualitative data obtained from the research questions. According to Bryman (2007), the
quantitative research approach may be misleading when focusing on behavior and numbers.
Regarding the qualitative research approach, it provides an in-depth description of the topic of
interest.
The quantitative approach is appropriate for investigating different types of motivation.
Data were obtained quantitatively from a Likert-scale type questionnaire and analyzed
statistically to answer the research questions. On the other hand, the qualitative approach was
used to analyze data obtained from open-ended questions.
3.3 Participants
The research involved 517 participants of non-English majors who were registered in
undergraduate ESP courses in the 2014 spring semester at Mansoura University. A similar
number of students from both the scientific and social sciences disciplines were randomly
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selected. The researcher tried to ensure a balanced selection of participants from different
academic stages at the university (see Table 3.1).
Table 3.1

Participants’ demographics

School
Nursing
Engineering
Arts
Pharmacy
Tourism & Hotels
Veterinary
Medicine
Science
Kindergarten
Physical Education
Law
Commerce
Computer Science

Number of
Participants
55
60
88
35
38
95
27
48
20
25
14
12
517

Gender
M
F
3
52
26
34
11
77
27
8
11
27
32
63
10
18
13
8
5
164

17
48
2
12
6
7
353

Prep.
51

1
2

54

Year Registered In
1st
2nd
3rd
26
22
7
8
1
88
35
16
22
95
27
29
20
20
2
12
287

4th

19
1
4

2
3

2
5
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123

7

The convenience sampling strategy was employed in the present study. The research
depended on participants chosen individually from the current student body at Mansoura
University but such access to the sample was random (Perry, 2011). Participants from different
Schools (e.g., Science, Pharmacy, Engineering, Arts, etc.) and departments (e.g., media,
accounting, civil engineering, chemistry, etc.) were chosen to fulfill the purpose of the study
(Perry, 2011) (see Figure 3.1.). Such a strategy helps ensure a sample that is representative of the
student population at Mansoura University.
3.4 Instruments and Procedures
Data collection procedures employed a mixed-methods design using multiple methods of
collecting data. The instruments used in this study consisted of a 4-point Likert scale
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questionnaire, multiple-choice format scales, open-ended questions, and a semi-structured
interview.

Sci. Dis. Schools
Soc. Sci. Dis. Schools

Figure 3.1.

Participants from different schools and disciplines in numbers.

The primary method for collecting data in this study was a questionnaire. The
questionnaire was divided into four sections. The first section dealt with information regarding
the students’ background (see Appendix A). The second section included 34 questionnaire items
that assessed two types of ESP students’ motivation: intrinsic and extrinsic (including their
subtypes), amotivation, and the students’ attitudes toward their ESP classes, (see Appendix A).
The third section consisted of a multiple-choice format scale to assess the student’s motivational
intensity toward ESP and their desire to take the ESP classes. This section was divided into two
parts: six multiple-choice items for the motivational intensity and a similar number of items for
the students’ desire to take the ESP class (see Appendix A). Finally, the fourth section consisted
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of three open-ended questions for collecting more data to fill any gaps that may have arisen from
the first three sections.
As for the questionnaire, as previously mentioned, the students were asked to indicate on
a 4-point Likert scale – anchored at one end by strongly agree and at the other end by strongly
disagree – the degree to which they agreed with the proposed item. The advantage of using the
closed-form of Likert scale is that the elicited data can be easily recorded and analyzed with the
statistical procedures (Perry, 2011).
The questionnaire items were adapted from the English version of the Academic
Motivation Scale (AMS; Vallerand et al., 1992). Most of the studies in the literature review (e.g.,
Noels et al., 2001, 2000; Pelletier et al., 1995; Ratelle et al., 2007) utilized the same source.
Moreover, the MCQ section that assesses the motivational intensity and the students’ desire to
take the ESP classes used both Thogmartin’s (1971) study and Gardner’s the Attitude/Motivation
Test Battery (Gardner, 1985, 2004, 2010). However, some items were changed while others were
developed by the researcher to fit the nature of this study. The questionnaire was translated into
Arabic before being presented to the respondents in order to encourage them to finish it (see
Appendix C). The translation was also revised beforehand by an ESP expert with over twenty
years experience in the field. Subtypes of motivations and attitudes calculated by means are
shown in Appendix B.
In order to calculate the intensity of the students’ desire and answer the second research
question, students answered in a multiple-choice format (see Appendix A). Students were
requested to complete 12 questions and to choose one answer from four choices. The answers
were ordered from 1 (the least desirable) to 4 (the most desirable). Only the first item in this
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section required more options in order to give the respondents the opportunity to respond
accurately. For example, item 35 on the motivation intensity 1 is “I think about what I have
learned in my ESP class”, the student had to choose from a) Never, 2 b) Hardly ever, c) Once in
a while, c) Sometimes, or d) Very frequently. Another example but on desire to take ESP class is
item 41“During the ESP class, I would like to have”, the student had to choose from a) only
Arabic spoken, b) a combination of English and Arabic spoken, c) as much English as possible
spoken, or d) the entire class conducted in English without having even a word in Arabic.
Afterwards, the students had to answer three open-ended questions that would clarify
some issues mentioned in the questionnaire. The data were collected in writing since the openended questions were on the same paper along with the other sections. This section helped the
researcher to get more qualitative data. The students were asked questions like: “Do you think
that ESP classes qualify you for the job market? Why/Why not?”, “Is it necessary to have ESP
classes every year at the university? Why/Why not?”, and “Would you take an ESP course if it
were not required? Why/Why not?
Besides the questionnaire and the open-ended questions, semi-structured interviews were
conducted with 10 students from different schools (e.g., schools of Pharmacy, Engineering,
Science, Arts, and Kindergarten) to obtain clearer details concerning their motivations and
attitudes toward the ESP courses. The interviewees were purposefully chosen to make sure that
the sample was a representative of Mansoura University undergraduate students. The interview
was semi-structured in order to clarify some items in the questionnaire. The interview included
six questions:
1. How useful do you find ESP courses? Why?
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2. Does the professor/instructor speak English in classroom? To what extent?
3. Does s/he use educational technology in the classroom?
4. How do you find materials used in the course?
5.

What changes would you like to see in the way ESP course are taught?

6. Would you like to take other ESP courses anywhere after graduation? Why/Why not?
Answers to these questions helped the researcher by shedding the light on the other
factors that may increase or decrease students’ motivation. For example, answers to questions
one and six explored more about the students’ attitudes toward ESP course and classes which
helped in answering the second research question. Also, question two helped to understand
how much the students were exposed to the English language which might affect their
motivation and attitude toward the class. Questions three, four, and five helped consider other
external factors that might increase or decrease the students’ motivation and attitudes, such as
the type of materials they use, using educational technology, and the changes they hoped to
get from their ESP classes.
Regarding the interview duration, each took about 15 to 30 minutes, depending on the
data obtained and the interviewee’s responses. During the interview, a digital recorder was used
along with a notebook to take notes and to prepare for any follow-up questions. This method
reduced interview interruptions to a minimum.
3.5 Data Analysis
Descriptive statistics were used to analyze the questionnaire items by reporting a number of
indices including means (M), standard deviation (SD), and percentages. In the present study,
inferential statistics (t-Test) were used to look into whether there are any difference among
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students from scientific and social sciences disciplines in terms of their motivations and attitudes
toward ESP.
As for the open-ended and interview questions, the answers were analyzed qualitatively
to determine the common themes and patterns of the participants. The data were coded and
categorized according to students’ attitudes and the reasons for having them (see Appendices E
& F).
3.6 Reliability Analysis
To ensure the reliability of the different sections of the questionnaire, Cronbach Alpha was used.
The results of the analysis yielded good internal consistency (α = .87).
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Chapter 4: Results

4.1 Introduction
This chapter presents the study results obtained from both quantitative and qualitative data
analysis. The data analysis attempted to answer the research questions that investigated the types
of motivation students have when taking ESP classes, the degree of their motivation toward these
classes, their attitudes toward the ESP courses, and if their academic disciplines affect their
motivations and attitudes toward ESP.
The data analysis was divided into two stages. In the first stage, the questionnaire data,
the multiple-choice questions data, and the three open-ended questions were analyzed
quantitatively. In the second stage, the data obtained from the three open-ended questions and the
six semi-structured interview questions were analyzed qualitatively to highlight the most
common themes and patterns that emerged (see appendices E & F).
4.2. Answer of question 1: Types of motivation among ESP students
To answer the first research question “What types of motivation do students have when taking
ESP classes? How much are students motivated toward their ESP classes?”, the data obtained
from the close-ended items of the questionnaire were analyzed to explore the motivation types of
undergraduate students and the amount of motivation they have toward the ESP classes.
The types of motivation intrinsic motivation (IM) and extrinsic motivation (EM) and
amotivation (AM) were represented by 27 items on the questionnaire. The means of the 11 items
of the three types of IM (to know, toward accomplishment, and to experience stimulation), the 13
items of the three types of EM, and the three items of AM were calculated to identify what types
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of motivation the students have. Table 4.1, Table 4.2, and Table 4.3 below illustrate the means of
the IM, EM, and AM items in descending order from the highest to the lowest (see also
Appendix B).
Table 4.1 Items of different types of IM
Items

Means

I want to learn ESP because it can help me use the language skills in my future career.
I feel satisfied when I am in the process of accomplishing ESP difficult academic activities.
I experience pleasure when I completely understand what I have been taught in ESP classes.
I like ESP because it helps me in getting along with native speakers.
Studying ESP allows me to continue to learn about many things that interest me.
ESP classes would help me to become a more knowledgeable person.
I would take ESP even if it is not required.
I like ESP because I enjoy speaking the English language.
When I discover something that I have never seen before in ESP materials, I feel excited.
ESP class is important to me because it will broaden my world view in the future.
When ESP classes end, I often wish that they would continue.

3.63
3.55
3.42
3.36
3.36
3.27
3.27
3.24
3.23
3.17
3.00

As shown in Table 4.1, the item I want to learn ESP because it can help me use the
language skills in my future career which was targeting IM-to experience stimulation received
the highest mean (M = 3.63). The second item in rank was an item related to IM-toward
accomplishment (M = 3.55). The third item in rank was an item that represented IM-to
experience stimulation (M = 3.42). Two items I like ESP because it helps me in getting along
with native speakers and Studying ESP allows me to continue to learn about many things that
interest me of IM-to know ranked fourth (M = 3.36). Similarly, other two items of IM-to know
and IM-to experience stimulation came next (M = 3.27). An item of IM-toward accomplishment
(M = 3.24) ranked sixth. An item that represents IM-to experience stimulation came next (M =
3.23). An item of IM-to know ranked eighth (M = 3.17). The last item in rank was of IM-to
experience stimulation (M = 3.00). Looking at the means of different questionnaire items, it is
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clear that the different IM sub-factors received moderate to high agreement with means ranging
from 3 – 3.63.
Table 4.2
Items

Items of different types of EM
Means

ESP classes are important for my future career.
ESP will help me continue studying at the graduate level.
I take ESP class in order to obtain a more prestigious job later on.
Learning ESP helps me understand materials written in English in my major.
I think that ESP class will help me better prepare for the career I will choose in the
future.
Studying ESP allows me to experience a personal satisfaction in my quest for
excellence in my studies.
Succeeding in ESP classes shows that I am an intelligent person.
I like speaking the language professionally in an ESP context.
ESP is a very important part of the school program.
Succeeding in ESP classes shows me that I can succeed in my other studies taught in
the English language.
Getting a good grade in ESP is very important for me.
Improving my proficiency in ESP will have financial benefits for me in the future.
When I succeed in ESP I feel satisfied.

3.54
3.54
3.49
3.44

3.41
3.39
3.38
3.36
3.30

3.28
3.23
3.20
3.17

Table 4.2 includes the results of the EM factors. Two items received the highest
agreement among students which target identified regulation (M = 3.54). These items were
followed by two other items but related to external regulation (M = 3.49 & 3.44). Items targeting
introjected regulation ranked fifth (M = 3.39), sixth (M = 3.38), seventh (M = 3.36), and ninth
(M = 3.28).
Generally, it is clear that identified regulation received the highest agreement among the
EM sub-factors. External regulations came next with another two items. Moreover, three items
of introjection were placed in middle of the table. Although the external regulations items
ranked second after identification, two other items targeting external regulations came at the end
of the table just before introjected regulation.

50

Looking at both Tables 4.1 and 4.2, it becomes clear that ESP students have the two types
of motivation (IM and EM) since the highest mean in both tables is 3.63 (IM-to experience
stimulation) and the lowest is 3.00 (IM-to experience stimulation). As shown in Table 4.2, the
first two items of IM (items 9 and 6) have higher means than the first two items of EM. This
result shows that students have both IM and EM while taking the ESP classes with values
ranging between3.00 and 3.63.
As a main factor of the motivation construct (Pelletier et al., 1995), AM was investigated
through three items. Table 4.3 below illustrates the means of the AM items in descending order
from the highest to the lowest.
Table 4.3
Items

Items of amotivation
Means

I have a hard time thinking of anything positive about my ESP studies.
When I leave school, I will give up the study of ESP courses.
My ESP class is a waste of time.

1.98
1.83
1.79

Table 4.3 shows the low mean values the motivation items received, which confirms the
results obtained in the previous section, that students have relatively high motivation toward
ESP.
To answer the second part of the first research question “How much are students
motivated toward their ESP classes?”, the second and the third part of the questionnaire, the
motivational intensity and the desire to take an ESP class, were analyzed quantitatively. The
second part of the questionnaire investigated the motivational intensity through six multiple
choice questions. Tables 4.4 – 4.9 illustrate the answers to these items using percentages.
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Table 4.4 Item 35
I think about what I have learned in my ESP class.
Never
Hardly ever
Once in a while
Sometimes
Very frequently
Note:
denotes the highest two answers in percentage
Table 4.5 Item 36
If ESP were not taught in the university, I would ………………..
not bother myself taking ESP classes at all.
think or read about ESP.
read ESP books, articles, magazines, etc.
try to get ESP courses somewhere else.
Note:
denotes the highest two answers in percentage.

Percentage
5.0%
9.1%
31.3%
32.3%
22.1%

Percentage
8.1%
17.4%
8.5%
65.6%

Table 4.6 Item 37
When I have a problem understanding something that I am learning in the Percentage
ESP class, I ………………..
just forget about it.
6.0%
only seek help just before the exam.
21.3%
seek help during the semester and a long time before the exam.
28.8%
immediately ask the professor for help.
43.5%
Note:
denotes the highest two answers in percentage
Table 4.7 Item 38
When it comes to ESP homework, I ………………..
just skim over it.
put some effort into it, but not as much as I could.
work a lot to finish it.
work very carefully, making sure I understand everything.
Note:
denotes the highest two answers in percentage.
Table 4.8 Item 39
Considering how I study ESP, I can honestly say that I ………………..
pass on the basis of sheer luck because I do very little work.
pass on the basis of intelligence because I do very little work.
do just enough work to get along.
really try to learn ESP.
Note:
denotes the highest two answers in percentage
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Percentage
9.3%
15.3%
19.9%
54.9%

Percentage
6.6%
15.1%
24.4%
53.0%

Table 4.9 Item 40
When I am in ESP class, I ………………..

Percentage

never say anything.
answer only the easier questions.
answer difficult questions after thinking a lot.
volunteer for answers as much as possible.
Note:
denotes the highest two answers in percentage

27.9%
12.6%
13.7%
44.5%

As shown above in Table 4.4 – Table 4.9, the results indicate that the students have a
high motivational intensity towards ESP classes. Comparing the highest and the lowest items
demonstrates such intensity. In other words, the answers from Table 4.4 to Table 4.9 were
ordered from the lowest to the highest intensity; almost all tables (except Table 4.4) showed that
the highest items in intensity received the highest percentage which indicates a high intensity on
the part of the students to participate actively in their ESP classes.
Regarding the students’ desire to take ESP classes, MCQ items addressed this variable
(item 41 – item 46). Tables 4.10 – 4.15, below, show the results obtained from these items.
Table 4.10 Item 41
During the ESP class, I would like to have………………..
only Arabic spoken.
a combination of English and Arabic spoken.
as much English as possible spoken.
the entire class conducted in English without having even a word in Arabic.
Note:
denotes the highest two answers in percentage
Table 4.11 Item 42
Compared to other courses, I like ESP ………………..
least of all.
the same as all the others.
more than others.
the most.
Note:
denotes the highest two answers in percentage
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Percentage
4.8%
54.4%
30.2%
9.4%

Percentage
14.7%
30.9%
33.7%
19.9%

Table 4.12 Item 43
If there were extra regular ESP meetings for more activities, I would Percentage
…………
definitely not join.
9.7%
attend meetings once in a while.
13.7%
join many times.
36.8%
be very interested in joining all of them.
38.7%
Note:
denotes the highest two answers in percentage
Table 4.13 Item 44
If it were up to me whether or not to take ESP, I ………………..
would drop it.
do not know whether I would take it or not.
I would take it.
would definitely take it.
Note:
denotes the highest two answers in percentage
Table 4.14 Item 45
I find studying ESP ………………..

Percentage
7.2%
14.7%
37.7%
39.7%

Percentage

not interesting at all.
not more interesting than most subjects.
interesting.
very interesting.
Note:
denotes the highest two answers in percentage
Table 4.15 Item 46
If I had the opportunity to obtain ESP articles or books for free, …………
I would not be pleased at all.
I am not sure that I would be pleased with that.
I would be pleased.
definitely I would be very pleased with that.
Note:
denotes the highest two answers in percentage

9.9%
29.2%
24.6%
35.0%

Percentage
7.7%
23.0%
40.0%
27.1%

The results of Tables 4.10 – 4.15, above, show that the students responded positively
toward these items which indicates a positive attitude toward the English language in general and
ESP classes specifically. However, the results of both item 41and 42 showed relatively different
results.
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To obtain further details, the answers of the three open-ended questions were analyzed
quantitatively and qualitatively. Concerning the first open-ended question, “Do you think that
ESP classes qualify you for the job market?”, 66.9% of the respondents reported “yes”, 25.5% of
the respondents reported “no”, and 2.5% of the respondents did not give explicit answers. As for
the second question, “Is it necessary to have ESP classes every year at the university?”, 72.9%
of the respondents reported “yes”, 19.7% of the respondents reported “no”, and 2.3% of the
respondent did not give clear answers. Concerning the third open-ended question, “Would you
take an ESP course if it were not required?”, 78.3% of the respondents reported “yes”, 13.9% of
the respondents reported “no”, and 2.7% of the respondents did not provide clear answers. The
answers to these questions and the reasons given by the respondents will be presented later in the
qualitative analysis section. Figure 4.1. below shows the percentage and numbers of participants
responding to the three open-ended questions.
As shown in Figure 4.1, the answers of the three open-ended questions match the results
of the questionnaire. Most of the students (66.9%) indicated the importance of ESP classes in
qualifying them for the labor market. Also, 72.9% of the students responded positively toward
the necessity of having ESP every year in the university. Finally, 78.3% said that they would
take an ESP course if it were not required.
The open-ended questions were analyzed qualitatively in order to find common themes
for details to answer the first research question (see Appendix E). The first common positive
theme that agreed with the statistical analysis was that ESP is required for jobs. Also, another
number of positive themes were reported. For example, understanding the major well was one of
the themes that students suggested; “…my major uses ESP that enables me to understand English
that I need in my career in the future. Studying nursing requires it. It helps me now and in the
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78.3%
73.9%
66.9%

25.5%
19.7%
13.9%

2.5%

2.3%

2.7%

Figure 4.1. Percentages and numbers of participants responding to the three open-ended
questions.

future,” said one of the students in the School of Nursing. Also, communicating with the others
in the field was really important to the ESP students; “…ESP is basic and it is used in many
important countries as well as a lot of economic fields. It is one of the first requirements to get a
job. It is important to contact with the people in the same field.” Getting a prestigious or good
job was a main theme; “…it is often used in most majors and job opportunities,” said of the
students of the School of Arts.
On the other hand, negative themes appeared in the qualitative analysis regarding the first
open-ended question. These negative comments have to do with difficulties in understanding the
content, insufficiency of the content, using other alternatives such as reading instead of having
ESP classes, not having the time to study the material, and being reluctant to take English
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besides other courses in the major. The following quotes include some negative points provided
by the participants: One of the students in the School of Engineering stated: “…studying ESP
other than General English is not useful. I think General English is more important to the labor
market.” Another student in the School of Pharmacy said: “…English curriculum we take is
boring but the medical terminologies are really useful; this is the part I make use of.” A third
student from the School of Veterinary Medicine complained: “…we have ESP for just one
semester in one academic year. The content is good and the student can make use of it but we
need to continue throughout the five years of the college. Surely, to continue taking ESP course
will help us in the labor market.”
Few answers other than yes or no have appeared in response to this question. The answers
showed that the students have certain needs in their ESP curricula. For example, one of the
students in the School of Nursing said: “…a little bit as my field is medical more than scientific;
as a result I need medical terminologies not vocabulary in general,” and one of the students in the
School of Pharmacy added: “…to some extent as there is a problem in teaching us the
appropriate pronunciation. We got a good amount of vocabulary without knowing how to
pronounce them correctly.” Students may like the class, but they do not like it to be treated just
as a class to pass. A student in the School of Veterinary Medicine said: “…in my viewpoint ESP
should improve our skills without seeking improvement outside the university. Skills I mean are
speaking, having good pronunciation, writing and having the ability to understand somebody
speaks the language fluently. It is not useful to have ESP for few months to pass the test.”
Concerning the qualitative analysis of the answer to the second open-ended question,
statistics showed that most of the participants were motivated to take ESP classes and that they
found it necessary for them to be taught every year at the university. The first common positive
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theme that agreed with the statistical analysis was that it is extremely important to take ESP
every year in the university. The reasons behind these answers varied (see Appendix E). For
example one of the students in the School of Pharmacy explained: “…because the student
considers it not more than a subject. When the semester ends, interest in it is over.” A student in
the School of Arts agreed saying that: “…I wish it is taught every year to get sufficient
information in the field.” Lots of students mentioned that ESP helped them to understand other
subjects in the field as mentioned by a student in the School of Tourism and Hotels: “…because
it helps me to study other subjects in the field taught in English language.”Another student in the
School of Science stated an interesting reason for taking the class every year: “…yes, because I
see some graduates forget it after graduation.”
On the other hand, some students responded negatively, with some of them considered
one or two years are enough for studying ESP. Students from different schools ensured this
result. For example a student in the School of Arts said: “…not necessarily; studying it for a year
or two is enough.”Another student in the School of Veterinary Medicine stated: “… all classes
are taught in English and because the professors of this subject treat us differently. Some
professors love us while others do not. We are treated fairly by professors.”
Few participants chose neither yes nor no; their opinions varied. Although they did not
express a rejection of the course, they mentioned that there were other issues which were more
important to them. For example, one of the students in the School of Kindergarten reported:
“…sometimes because there are other subjects that needed to be taken care of; ESP is not the
only subject.” Another student in the School of Computer Science mentioned: “…maybe,
because it could be a double-edged weapon. The good part is that the language would be clearer
and easier to understand but it could monotonous and boring as well.”
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Regarding the third open-ended question, when participants were asked whether they
would take an ESP course if it was not required, the results indicated that most of the participants
were motivated to take ESP classes even if they did not have to. Qualitative analysis showed that
the most common theme was obtaining gains (see Appendix E). For example, a student in the
School of Veterinary Medicine mentioned: “…I would try to study it if I had time to do that with
other studies. I find it interesting but not like Arabic language;” and a student in the School of
Arts stated: “…yes but professors need to stop teaching ESP in such a boring way.”
Contrarily, some negative responses were given to this question. The most common
theme was saving time for other subjects in the field. Two students in the Schools of Nursing
and Engineering reported: “…I would not care about it, other classes need my time,” and “…I
will save time for other subjects, but I will get back to it after graduation.”
A few respondents expressed their hesitation for many reasons. For example, a student in
the School of Arts said: “…I do not know; I would study it sooner or later.” Another student in
the School of Tourism and Hotels stated that: “…it depends; if the professor is able to push me
forward to like the subject and to make me have the desire to do well in it.” Another student in
the same school expressed his opinion: “…not always; it will not be a hardworking study just
reading some books to enjoy ESP. It is not to study it.”
4.3. Answer of question 2: Students’ attitudes toward ESP courses
To answer the second research question on students’ attitudes toward ESP courses, the means of
the seven items that represent the attitude in the questionnaire were calculated. Table 4.16 below
illustrates these means in descending order, from highest to lowest.
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Table 4.16 Items of students’ attitudes toward the ESP courses
Items
I will be able to learn English throughout ESP classes.
I think that the instructor does his/her best to deliver the ESP materials in the best way.
The people who develop our country are those who know English very well.
I enjoy discussing ESP materials with my classmates outside the class.
I attend ESP classes because I have no other English classes to attend.
Learning ESP is difficult.
I am worried about my ability to do well in ESP classes.

Means
3.10
3.07
2.92
2.88
2.87
2.47
2.44

As observed in the above table, the students’ attitudes toward ESP classes range between
3.10 and 2.44, which is lower compared to their motivations. Item 25, I will be able to learn
English throughout ESP classes, received the highest mean (M = 3.10) while item 27, I am
worried about my ability to do well in ESP classes, received the lowest mean (M = 2.44), which
indicates that the students self-confidence. However, other factors appeared to affect the
students’ attitudes such as the professor and the materials which received 3.07 and 2.88
respectively.
Only a few number of attitude items required a serious revaluation of the three openended questions which still have a relationship with attitudes and the six semi-structured
interview questions directed to the students’ attitudes. The lower means of the items addressing
the students’ attitudes than the means of motivation items required the researcher to investigate
the reasons that caused this lower attitude.
As previously mentioned, the answers of the open-ended questions were divided into
common themes (see Appendix E) to be analyzed qualitatively. As for the first research
questions, one of the common themes that appeared in the students’ answers is having good
attitude toward ESP specifically and toward English in general. For example, one of the students
in the School of Nursing mentioned: “…English is an international language.” Another student in
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the School of Physical Education said: “…ESP class is an interesting one”. A third student in the
School of Arts thinks that “ESP is a good way to get information.”
Conversely, a number of negative comments were received concerning the materials, the
way ESP is taught and stop dealing with field of specialization later on. One of the students in
the School of Tourism and Hotels blamed the professors: “…the professor is not good enough.”
Like many female students the researcher encountered in this study, one of the students in the
School of Commerce expressed her desire to get married and quit the field in which she was
studying: “…I am not making use of the class later; I will get married and be a housewife.”
As for the second open-ended question, the students showed a positive attitude toward the
necessity of taking ESP classes every year at the university for different reasons. A student in the
School of Veterinary Medicine reported: “…I find it an extremely interesting subject that
enriches my language with all vocabulary I need in my field as well as my future career.”
Another student in the same school had another opinion but of a religious tone: “…Prophet
Mohammed urged us to learn a foreign language to protect ourselves from the others.” A student
in the School of Computer Science stated: “…ESP is really interesting and it helps me to develop
my professional skills.”
On the other hand, negative attitudes were clear in some other answers, and for different
reasons. One of the students in the School of Engineering expressed his reluctance to take ESP
classes because “… it adds noting” to his studies. Another student in the School of science said
that: “…classes are a lot; there is not the time for ESP.” A student in the School of Arts
expressed a different opinion saying that ESP “does not relate to the reality.”In other words,
what is being studied is theoretically different from the practical side of the class.
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Concerning the third open-ended question, participants showed a positive attitude toward
taking the course if it was not required, as most of them expressed an interest in taking the course
(see patterns in Appendix E). For example, students from different academic disciplines
expressed their positive feeling toward ESP classes. For example, a student in the School of
Engineering said: “…I like ESP and I would like to know more about it but not to have it in the
form of regular lectures and exams.” Another student in the School of Arts stated: “…I like it
because it will help me in the field of Archeology.”
Contrarily, other negative answers appeared in response to this question. The most
common theme was saving time for other subjects in the field. Most of the students who
responded negatively agreed that ESP comes second after other classes that have a strong
relation to their major. Other reasons emerged. For example, a student from the School of
Nursing explained why he would not take the course if it was not required: “…because I cannot
speak English and I feel shy.” Another student in the School of Commerce said: “…I do not like
it; I will study it. I will not use it; I will just be a housewife.” Another student from the same
school said: “…I will not study it. I have no reason. That is it.”
The six semi-structured interview questions were directed to seek more information
regarding the students’ attitudes and the reasons behind them. The semi-structured interviews
were conducted with 10 students from different academic schools and disciplines: Arts, Science,
Engineering, Kindergarten, and Pharmacy.
Concerning the first interview question, “How useful do you find ESP courses? Why?”,
most of the respondents said that ESP classes were useful. One of the students in the School of
Arts said that ESP was “very helpful in my work field. It widens my knowledge of the world.”
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Another student in the School of Science alluded the importance of ESP: “ESP was very
important inside and outside the school for the labor market. It’s important especially for the
students who can’t take courses outside the university. Schools should make these courses
available for the students” A student in the School of Pharmacy mentioned that ESP was
essential in developing countries: “…ESP is fundamental in the school of Pharmacy. All our
pharmaceutical and medical studies are in English. Also, it’s basic in getting information and the
medium language in international conferences in the developed countries.”
Regarding the negative responses, students stated that ESP classes were not useful for
different reasons. One reason is having students of varied intelligences and nationalities (e.g.,
Malaysia) in the same class, which caused problems for some students. A student in the School
of Engineering clarifies that: “…I think ESP is not so useful because as you noticed we have
students of other nationalities. There is no competency between the Egyptians and these students.
There are multiple levels in the one class. The students’ level of understanding wouldn’t be the
same.”
Regarding the second interview question, “Does the professor/instructor speak English in
ESP class? If yes, to what extent?”, all of the students responded positively, ensuring that their
professors spoke English in the classroom. When asked about the amount of English spoken by
the professor in the classroom, the percentage ranged from 80% to 97%. However, most of
students stated that Arabic was sometimes used when students needed to have very difficult
terms translated for comprehension purposes. A student in the School of Pharmacy said: “…Of
course, the professor was speaking English, but some Arabic words were used for clarification.
This was when the professor was feeling that there were some students who were not able to get
the information in English. Generally speaking, English represented 80% of the lecture
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duration.” Another student in the School of Science said: “…Yes, a lot; may be 90% because
not all students were able to speak the language or understand it all the time. It was necessary to
have some Arabic.” A third student in the School of Arts replied: “…he speaks in English during
the whole class. If we have any difficulty in understanding any words, we ask him to explain
them in a simple way. Sometimes we have difficult words that we don’t know like the word
makbara (tomb), for example, or the meaning of the word dehliz (passageway) or words like
that.”
As for the third interview question, “Does s/he [the professor] use educational
technology in the classroom?”, most of the students mentioned that the educational technology,
represented in the projector and PowerPoint slides, were used in class. Only one student (from
the School of Kindergarten) said that educational technology did not exist in the classroom while
another in the School of Arts revealed that her professor stopped using it for no obvious reason.
Responding to the fourth interview question, “How do you find materials used in the
course?”, three students (from the Schools of Arts, Science, and Kindergarten) expressed their
satisfaction toward the ESP materials saying that they were really good. For example one of
students in the school of Kindergarten, expressing her opinion on the materials, said: “…I think
they are good. The pronunciation part is useful. We really need this in teaching kids later on.”
Another student from the School of Arts said: “…they are good. Actually, they are very good!
They cover all we need. We have new vocabulary; we even review vocabulary that we have
taken before.”
Another four students (from the schools of Arts, Science, Engineering, and Pharmacy)
expressed their satisfaction toward the ESP materials but with concerns. They said that although
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the materials were good, they felt that they were insufficient. They added that their professors
needed to read more in their fields and that some changes in the educational systems confused
the students. For example, a student in the School of Science said: “…the materials were
supposed to complement what had been studied in both the middle and high school stages.
However, these materials were difficult to those who have taken this stage in Arabic. It was not a
problem for me as I’m a graduate of a language high school. So I think these materials were
insufficient to those students. But as for the content of the materials and the relation of these
materials to my field, they were very useful in my major.” Also, a student in the School of
Pharmacy said: “…the curriculum covered a lot regarding the linguistic needs in our scientific
studies but the professor needed to support his medical and pharmaceutical information.” Also,
students expressed their desire to study General English first (see Appendix F). Three students
(from the Schools of Science, Engineering, and Pharmacy) did not like the materials at all,
stating that they were insufficient and did not offer them anything in their fields. For example, a
student in the School of Science expressing his opinion on the materials saying that: “…they
were not enough at all. Just one term is not enough to help us to be perfect in ESP. Our
understanding of the English basics is not strong enough.”
As for the fifth interview question, “What changes would you like to see in the way ESP
courses are taught?”, all students offered changes concerning materials, way of teaching,
learning General English first, using more educational technology and having more materials,
professors reading more in the students’ fields and allowing students to participate more in
discussions and practice more, having appropriate times for ESP classes, and dividing students
according to their levels. For example, a student from the School of Arts stated her opinion on
the way of teaching saying: “I would prefer to take a General English course first before moving
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to the specific specialization. Also, we can add using educational technology more in teaching.”
Another student from the school of Engineering had a similar opinion: “…I don’t like the
materials to depend on memorizing. Practice is much better especially in the grammar section. I
am talking only about this section.” Another student from the School of Science stated his desire
for obtaining more information. He said: “I need much more. I feel that this is not everything I
can get. There are a lot of branches in ESP. For example, we haven’t been asked to get extra
books for extra activities. We have not been asked to do so because of the lack of time.” Another
student from the same school sought more participation. He said: “…students should participate
more. Allowing the students to participate more in discussions is important.” A student from the
School of Kindergarten discussed a different issue: “…the lecture duration is not enough at all.
We don’t cover a lot in the one lecture. It should last for two hours but we just take only one
hour because it is in the evening and as girls, we can’t stay that late in the university. The lecture
is from 6:00 to 8:00 p.m. and this is not suitable. Having it in the early morning is much better.
Lots of students miss this class just because of time. Also, using the educational technology in
the classroom will be helpful.”
Regarding the sixth and the last interview question, “Would you like to take other ESP
classes anywhere after graduation? Why?”, most of the students agreed that taking an ESP
course after graduation is important to their careers. Their reasons varied: an ESP class is a job
requirement, it adds to them personally and professionally, ESP classes help in contacting others
in the field, and that it is better to take an ESP class after graduation so that you can focus better
without having a heavy academic load (see Appendix F). For example, a student of the School of
Arts said: “Of course, I think of that after graduation because it will help me in the future
because some jobs require nowadays having a foreign language specially English.” Another
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student from the School of Science said: “…Of course, even if I have some knowledge, I would
like to increase it with courses if I would like to join a certain field.” Also, a student from the
School of Engineering stated: “…I would like to take an ESP course after graduation because I
think it will add a lot to me since it will improve my contact with others in different areas and,
also, it will improve my standard of living.”
On the other hand, only one student from the School of Science rejected the idea of
taking an ESP after graduation, as he thought that it would not benefit him greatly. However, he
would take the course if he changed his career and wanted to get more information about it. He
said: “…it depends on the field I will work for in the future. I will evaluate myself first. If I feel
that I need the ESP course, I will take it. However, if I feel that I can go through my career using
English that I already have, I won’t take the course. I will be so busy after graduation; I’m not
sure if I have the time to take this course. This doesn’t mean that ESP took in the university is
enough. Although I took the course for only one semester, it was somehow good.” Another
participant fluctuated in his responses as he needed to first evaluate his English. He said that if he
felt that he could go far in his career with the English he has, then he would not need to take the
course.
4.4. Answer of question 3: Students’ academic disciplines and motivations and attitudes
toward ESP
The third research question investigated whether the students’ academic disciplines (scientific or
social sciences) affected their motivation and attitudes toward ESP. As previously mentioned in
the methodology chapter, in order to keep the research sample as balanced as possible, 517
students participated: 304 participants (58.8%) from scientific academic discipline, with 213
(41.2%) from social sciences disciplines (see Figure 3.1.).
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Items of different types of motivations (IM and EM), attitude, and AM were sorted in
groups and the means were calculated according to the students’ academic discipline of the
student. Table 4.17 shows the means and standard deviations of each discipline toward each type
of motivation, attitude and amotivation.

Table 4.17 Means and standard deviations of each discipline toward types of
motivation, attitude and amotivation
Construct
Scientific Discipline
Social Sciences Discipline
Mean
Std. Dev.
Mean
Std. Dev.
IM
3.29
.427
3.34
.422
N
304
213
EM
3.33
.402
3.40
.404
N
304
213
Attitude
2.78
.432
2.87
.387
N
304
213
Amotivation
1.87
.710
1.86
.712
N
303
213

Looking at Table 4.18, an independent-samples t test was conducted to evaluate the
hypothesis that students of different disciplines have different degrees of motivation. The test did
not yield significant differences between the two disciplines concerning IM, EM and AM (see
Table 4.18). Testing the two types of motivation, the test was not found to be statistically
significant for neither IM, (t(515) = -1.23, p = .217) nor EM (t(515) = -1.84, p = .065). As for
amotivation, the test also was not significant, t(514) = .094, p = .925. The only statistical
difference has been observed in the attitude, t(515) = -2.41, p = .016.
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Table 4.18

IM

Results of t-Test for Means of Motivations and Attitudes between Scientific and
Social Sciences Discipline
t-test for Equality of Means
t
df
Sig.
Mean
Std. Error 95% Confidence Interval
Difference Difference
of the Difference
Higher
Lower
-1.236 515
.217
-.04697
.03800
-.12163
.02769

EM

-1.849

515

.065

-.06668

.03607

-.13755

.00418

Attitude

-2.415

515

.016*

-.08939

.03701

-.16209

-.01669

AM

.094

514

.925

.00596

.06359

-.11897

.13089

*P < .05
Concerning the three open-ended questions, responses were analyzed quantitatively.
Table 4.19 illustrates the percentages and numbers of respondents from both scientific and social
sciences disciplines to the open-ended questions.
Table 4.19
Answers

Yes
N
No
N
Others
N

Percentage and numbers of respondents from both scientific and social sciences
disciplines to the open-ended questions
Question 1
Question 2
Question 3
Sci. Dis.
Soc. Sci.
Sci. Dis.
Soc. Sci.
Sci. Dis. Soc. Sci.
Dis.
Dis.
Dis.
69.80%
71.4%
71.2%
84.3%
84.7%
79.5%
196
150
200
177
238
167
26.0%
28.1%
26.3%
13.3%
13.2%
16.7%
73
59
74
28
37
35
4.3%
0.5%
2.5%
2.4%
2.1%
3.8%
12
1
7
5
6
8
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Chapter 5: Discussion

5.1 Introduction
This chapter discusses the results reported in the previous chapter. Regarding the first research
question, “What types of motivation do students have when taking ESP classes? How much are
students motivated toward their ESP classes?”, Section 5.1 discusses the results obtained in the
previous chapter concerning IM, EM, and AM. As for the second research question, “What are
the attitudes of undergraduate students toward ESP courses in Egyptian universities?”, Section
5.3 deals with the key findings obtained in the previous chapter regarding this point. Regarding
the third research question, “Does the student’s academic discipline affect his/her motivation and
attitudes toward ESP course?”, Section 5.4 discusses data obtained concerning the students’
academic disciplines as well as their motivations and attitudes toward ESP. The chapter
concludes with the implications of the study, limitations related to data collection and the
analysis, and recommendations for further research.
5.2 Intrinsic motivation, extrinsic motivation, and amotivation
Obviously, the results of the present study suggest that subtypes of IM and EM provided by Deci
and Ryan (1985), and Vallerand and his colleagues later (Vallerand & Bissonnette, 1992;
Vallerand et al., 1992), strongly existed in studying learners’ motivations. In other words,
studying only IM and EM ignoring their subtypes does not help in studying learner’s motivation.
Subtypes of both IM and EM were strongly presented in the results. The results yielded several
noteworthy findings.
Congruent with the recent research (Noels et al., 2000; Ryan & Deci, 2000a, 2000b;
Vallerand et al., 1992), the study results support Deci and Ryan’s (1985) theory, which
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postulates the presence of the self-determination continuum, ranging from a lower to higher level
of self-determination. In other words, SDT moves from AM to IM on this continuum. The results
section reveals that the items of both IM and EM received high means (above 3.00) (see Tables
4.1 and 4.2). Contrarily, means of the AM items were the lowest which agrees with the studies in
the literature that AM contrasts both IM and EM for a better understand of human behavior (Deci
& Ryan, 1985; Dörnyei, 2001; Noels et al., 2000). Such a contrast proves the practicality of
utilizing SDT continuum in this study.
A second finding has to do with the obvious co-existence of both types of motivation (IM
and EM) on the continuum of Deci and Ryan’s (1985) SDT which answers the first research
question and proves that the students have both types of motivation. Different subtypes of IM
were represented in the questionnaire and all these subtypes received high means (3.00 and
above) which proves that the students are intrinsically motivated to take ESP courses (see Table
4.1). Also, the different subtypes of EM were also represented by a number of items in the
questionnaire; and these types received high means (3.17 and above). These results support the
earlier studies (Noels et al., 2000; Vallerand et al., 1992) that motivation constructs may be
paralleled in the L2 domain. Although IM and EM are different on the motivation continuum and
they are often viewed as the opposites of motivation (Chang, 2005), means in this study revealed
that both types can be obtained by learners as they received relatively high means. These results
show that IM and EM can be paralleled in the learners’ education, and that students are regulated
by both extrinsic and intrinsic factors. However, this finding contradicts with some studies in L2
field (e.g., Noels et al., 2000) that recommended convincing students that language learning is
enjoyable beyond its extrinsic effects. In this study, it is obvious that most of the students are
aware of the importance of ESP classes.
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Thirdly, although the results agree with the literature regarding the availability of both
types of motivation (Noels et al., 2000; Vallerand et al., 1992), there is a contradiction between
the two types. As mentioned earlier, Vallerand et al. (1992) offered subtypes (taxonomies) for
IM in SDT; however, they did not put them in a certain order. In addition, Deci and Ryan (1985)
proposed four subtypes of EM, but they ordered them from a higher to lower level (starting from
identified regulation to external regulation, after ignoring the integrated regulation for the
previously mentioned reasons in the literature review chapter). The results of the study show lack
of consistency in the order of the students’ interest. Although the three taxonomies of IM,
presented by Vallernad and his colleagues, did not follow certain order (i.e. from higher to lower
or vise versa), the results show no consistency in the order of these taxonomies regarding means.
For example, the IM subtype in which the students show interest belonged to the taxonomy of to
experience stimulation; it was then followed by the taxonomy of toward accomplishment.
Obviously, the subtype of to know was placed in the middle among other subtypes. Surprisingly,
both the highest and lowest items in mean belonged to the same subtype: to experience
stimulation which obviously reveals such an inconsistency.
Similarly, such an inconsistency obviously exists inside the subtypes of EM to contradict
what has been proposed in the literature. All studies (e.g., Deci & Ryan, 1985; Noels et al., 2000;
Pelletier et al., 1995; Vallerand & Bissonnette, 1992; Vallerand et al., 1992) stated that subtypes
of EM are ordered from a lower to a higher level of self-determination: external regulation,
introjected regulation, and identified regulation. Conversely, there is no consistency in the order
of subtypes regarding the students’ EM. For example, although the subtype of identified
regulation ranked first to agree with the students’ high degree of motivation, two items of
external regulation (representing the lowest in degree) came next. Surprisingly, another
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identified regulation item came later to prove such an inconsistency. Also, the lowest subtype of
EM in mean belonged to Introjected regulation, which should be placed between the external
regulation and identified regulation on the SDT continuum. Such an inconsistency was
supported by some of the students in the open-ended questions and the semi-structured
interviews in which there was a fluctuation in the students’ answers. In other words, although the
answers of the three open-ended questions were positive enough to reflect the importance of ESP
classes to them, some of their answers contradicted each others. For example, although some
students thought that ESP classes qualified them for the labor market, they did not think the
classes were necessary to be taken every year at the university. Then they said that they would
take an ESP course if it were not required. Such a contradiction arises from how students arrange
their priorities. The results show that they responded positively to all subtypes of motivation;
however, ESP still comes after other subjects that are strongly related to their field of
specialization which the students dedicate longer time to study.
As a part of motivation in L2 learning along with attitude (Gardner & Tremblay, 1994),
motivational intensity and desire played an important role in the present study. Tables 4.4 – 4.15
show an obviously high motivational intensity and a deep desire toward ESP classes which is
consistent with the previously mentioned results of both IM and EM. These results agree with the
literature when Gardner and Tremblay (1994) mentioned that desire to learn the materials offered
is an important component of motivation toward L2 learning. Such results agree strongly with
the students’ responses towards the three open-ended questions, as the majority of the students
responded positively (see Figure 4.1.) proving that students reached a high degree of motivation
toward their ESP classes.
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5.3 Attitude toward ESP classes
The present study assessed students’ attitudes toward ESP classes throughout other features that
Masgoret and Gardner (2003) added such as evaluating textbooks, learning materials, learning
environment, and classmates. The questionnaire of this study already dedicated different items
that asked the students about their opinions on the class, the professors, the materials, and their
classmates, as well as what they thought about their abilities to succeed in ESP class.
Literature postulated a strong relationship between attitude and motivation (Gardner &
Tremblay, 1994). Conversely, the means average of attitudes items were not that high compared
to the items of different types of motivation. Analyzing the open-ended questions and the semistructured interview questions revealed that the students may attend their classes with high
motivation levels; however, they may encounter many other factors that may change their
attitude toward ESP classes. These factors, for example, may be represented in the lack of wellequipped classrooms, unprofessional professors, classmates of different backgrounds or
intelligence levels, or dealing with unsuitable materials. The students’ comments clarified the
effect of these factors on their attitudes.
Although Gardner (1985) provided five dimensions to classify attitudes:
specificity/generality; utilitarian; aestheticism; tolerance; and relevance, the students’ responses
(from the questionnaire items means, answers to the open-ended questions, and answers to the
interview questions) did not go beyond specificity/generality dimension of attitude. Instead, most
students tried to search for usefulness of ESP classes (the utilitarian dimension) without
appreciating it (dimension of aestheticism). For example, the item that showed the important role
of having people who speak the language well in developing the country is almost high.
Moreover, answers of the second and third open-ended questions that related to attitude ensured
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that. Responding to the second open-ended question regarding the necessity of taking ESP
classes every year, most of the students responded positively. However, the third open-ended
question concerning taking an ESP course even if not required was responded to positively
which contradicts the students’ high degree of motivation and proves that students have priorities
(i.e., other specialized classes).
The above mentioned theory of Gardner matches with Ryan and Deci’s (2000a) theory
about attitude that postulates a relationship between differences in attitudes and EM. In other
words, students who are more externally regulated show less interest, value, or effort. Also, they
have a tendency to blame others, such as the teacher, for negative outcomes. Analyzing the openended questions and the semi-structured interview questions reveals an agreement with this
opinion. Previously mentioned results showed that although ESP students are intrinsically
motivated, they are still highly extrinsically motivated as well. Moreover, although ESP classes
are desired by most of the students, most of these students mentioned that there was no time for
compulsory classes. Attending these classes has become an external regulation to the students
since it is required but there is no chance to delay them. As a result, the students start to
undervalue these classes and blame their professors and the learning environment. Most of the
students’ comments obtained from qualitative data and supported by themes and codes regarding
these areas are essential (see appendices E and F).
5.4. Students’ academic discipline and motivation and attitude toward ESP
As previously mentioned in the results section, t-test yielded no significant motivational
differences between the two disciplines. These results show that the academic discipline is not
considered an important factor that may affect the students’ motivation toward their ESP classes.
These insignificant differences in motivation reveal that ESP is still important for different
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reasons, whether the student is from social sciences or scientific discipline. Examples of goals
for all disciplines include knowledge (IM-to know); studying at a graduate level (identified
regulation is another aim for both disciplines, and getting a prestigious job (external regulation)
still the most desired dream for students in both disciplines.
On the other hand, a slight difference in attitude has been shown in the present study.
Such difference may have emerged due to different reasons concerning the students’ goals to
take an ESP course. Also, additional different factors regarding the academic environment,
course materials, anxiety, and other different circumstances may encounter students in different
schools. These factors are represented in the amount of the course materials, the character of the
professor, and the availability of suitable learning environment.
5.5 Implications of the study
Data obtained from the present study highlight a number of issues which contribute to better ESP
instruction in the Egyptian context. Gardner (1985) mentioned that having a positive or negative
attitude depends on how far variables are achieved. Some of these variables may relate to
contextual reasons rather than language. As a result, many implications are suggested:
First, although the majority of the students in the present study appreciated their ESP
classes, some of them were still not fully aware of the importance of these classes regarding their
professional careers in the future. Based on the experience of the research in this field, students
do not start to realize such importance of these classes until the end of their academic lives at the
university. Also, it is essential to increase the students’ awareness of the differences between
General English and ESP classes as many students confuse between both of them. As a result,
the university should organize a number of orientation sessions in the first week of the academic
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year, with ESP instructors informing the students about the content and importance of ESP
classes in terms of before and after graduation.
Second, to develop the students’ motivation and increase their positive attitude toward
ESP classes, these classes need to be taught to small numbers of students. Depending on the
researcher’s direct contact with Mansoura University, some schools within the university (e.g.,
Schools of Medicine, Pharmacy, Engineering, and Science) have launched what they have called
“Special Programs” that include small groups of students seeking higher quality of education.
These classes are expensive, however. The university needs to expand these programs to include
ESP classes as well.
Third, to increase the students’ motivations and attitude toward ESP, ESP classes can be
based upon placement tests, like all other language classes. Such a step is really essential due to
the problem of having multiple intelligence and proficiency in one classroom. Dividing students
is strongly recommended to increase the students’ understanding of the materials and decrease
their frustration. It is suggested to place ESP students in classes of three levels: beginners,
intermediate and advanced.
Fourth, as one of the most common student requests that appeared in the process of data
collection, materials should be designed to include all language skills that attract the students, not
just reading and writing but new skills that they lack and did not study in high school. Students
really need to develop other language skills (listening and speaking) that are more essential to the
everyday activities of their future careers. Dividing classes into small groups of students
facilitates such a recommendation.
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Fifth, because ESP classes are important for students’ professional future, it is highly
recommended that they are taught during all academic years of the university and not just in the
first or second year. Also, although ESP classes are compulsory, the grades from them are not
added to the Grade Point Average (GPA) at some schools, which makes students undermine their
ESP classes and, as a result, not benefit from them. ESP grades should be added to the students’
GPA to attract the students’ full interest.
Finally, ESP classes should be given better class times. Based on the researcher’s 10
years of ESP teaching experience at Mansoura University, ESP class schedules are often the
worst among other classes. At most schools, the administration places classes directly related to a
student’s major first, with ESP classes always coming second. The administration neglecting
ESP only encourages the students to undermine these classes, too.
5.6 Limitations relating to data collection and analysis
The data collection procedures were limited by two factors. First, the study was limited to one
public university. Although data collection used a mixed-methods design seeking data accuracy,
it still depended mainly on students’ self-reporting. The triangulation method would have added
a lot to the research. For example, interviews with professors would have helped in obtaining
more insightful interpretation of the obtained data regarding the students’ motivation and
attitudes.
5.7 Recommendations for further research
The study addressed the research gap, first, by giving attention to the undergraduate students’
motivations and attitudes toward ESP classes and, second, by exploring the factors that may
affect them and which are rarely researched in the Egyptian context. Further research can be
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conducted to better understand the complex nature of motivation in this context. First, since this
study does not discuss the direct correlation between both types of motivation (IM and EM) in
ESP classes, further research can be extended in this area. Second, seeking generalizability and a
better sample representation, a much bigger sample can be obtained from most public
universities to assess the ESP students’ motivation and attitude all over Egypt, private university
students can be also included. Third, another important area that may affect the students’
motivations and attitudes is whether ESP classes should be taught by EFL teachers or specialists
in the field. Although this topic was previously discussed by few researchers (e.g., Choroleeva,
2012; Maleki, 2008), and the latter proved that ESP courses must be taught by EFL teachers
rather than specialists in the field, further research is still needed due to the lack of discussion in
the literature review. Fourth, the present study does not discuss gender as a factor that may affect
students’ motivations and attitudes toward ESP classes. While gender was considered an
important factor in one of the studies (Gardner, 2005) which revealed that girls were more
successful in language learning than boys, and it had no influence on another (Chang, 2005), the
gender factor was not discussed in the present study. Still, this factor needs to be discussed
extensively in ESP classes in Egypt. Finally, depending on Gardners’ (1985) theory that attitude
is affected by age, the age factor can also be discussed by conducting a study on different
motivations and/or attitudes between undergraduates and graduates with regards to ESP classes
or comparing the motivation and attitudes of freshmen to the seniors’.
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Appendices

Appendix A: Questionnaire on motivations and attitudes toward ESP classes
The Students’ Questionnaire
Instructions: For the following items, please indicate your answer with a tick (√) in the spaces
provided.
Where a line is provided, please write your answer, if applicable.
A) Background Information
Please tick (√) in the appropriate space.
1. What is your gender?
Male
Female
2. What is your college?
Medicine
Science
Education
Pharmacy
Dentistry
Commerce

Law
Engineering
Agriculture
Arts
Specific Education
Nursing

Computers & Information
Tourism & Hotels
Physical Education
Veterinary Medicine
Kindergarten
Other (please specify)

---------------

3. Which year in the university are you registered in?
Preparatory year
First year
Second year
Third year
Fourth year
Other (please specify)

----------------

4. Which semester have you been registered in the ESP class during the academic year 20132014?
Fall semester
Spring semester
Fall & Spring semesters
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Questionnaire on motivations and attitudes toward ESP classes
Strongly
Agree

1. ESP classes would help me to become a more knowledgeable
person.
2. ESP class is important to me because it will broaden my world
view in the future.
3. I like ESP because it helps me in getting along with native
speakers.
4. Studying ESP allows me to continue to learn about many things
that interest me.
5. I like ESP because I enjoy speaking the English language.
6. I feel satisfied when I am in the process of accomplishing ESP
difficult academic activities.
7. I would take ESP even if it is not required.
8. I experience pleasure when I completely understand what I have
been taught in ESP classes.
9. I want to learn ESP because it can help me use the language
skills in my future career.
10. When ESP classes end, I often wish that they would continue.
11. When I discover something that I have never seen before in
ESP materials, I feel excited.
12. ESP is a very important part of the school program.
13. I take ESP class in order to obtain a more prestigious job later
on.
14. Getting a good grade in ESP is very important for me.
15. Improving my proficiency in ESP will have financial benefits
for me in the future.
16. Learning ESP helps me understand materials written in English
in my major
17. Studying ESP allows me to experience a personal satisfaction in
my quest for excellence in my studies.
18. When I succeed in ESP I feel satisfied.
19. I like speaking the language professionally in an ESP context.
20. Succeeding in ESP classes shows that I am an intelligent
person.
21. Succeeding in ESP classes shows me that I can succeed in my
other studies taught in the English language.
22. I think that ESP class will help me better prepare for the career
I will choose in the future..
23. ESP classes are important for my future career.
24. ESP will help me continue studying at the graduate level.
25. I will be able to learn English throughout ESP classes.
26. Learning ESP is difficult.
27. I am worried about my ability to do well in ESP classes.
28. The people who develop our country are those who know
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Agree

Disagree

Strongly
Disagree

English very well.
29. I think that the instructor does his/her best to deliver the ESP
materials in the best way.
30. I enjoy discussing ESP materials with my classmates outside
the class.
31. I attend ESP classes because I have no other English classes to
attend.
32. I have a hard time thinking of anything positive about my ESP
studies.
33. My ESP class is a waste of time.
34. When I leave school, I will give up the study of ESP courses.

Choose only ONE from the following:
[Motivational intensity]
35. I think about what I have learned in my ESP class.
a) Never
b) Hardly ever
c) Once in a while
d) Sometimes
e) Very frequently
36. If ESP were not taught in the university, I would ………………..
a) not bother myself taking ESP classes at all.
b) think or read about ESP.
c) read ESP books, articles, magazines, etc.
d) try to get ESP courses somewhere else.
37. When I have a problem understanding something that I am learning in the ESP class, I……..
a) just forget about it.
b) only seek help just before the exam.
c) seek help during the semester and a long time before the exam.
d) immediately ask the professor for help.
38. When it comes to ESP homework, I ………………..
a) just skim over it.
b) put some effort into it, but not as much as I could.
c) work a lot to finish it.
d) work very carefully, making sure I understand everything.
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39. Considering how I study ESP, I can honestly say that I ………………..
a) pass on the basis of sheer luck because I do very little work.
b) pass on the basis of intelligence because I do very little work.
c) do just enough work to get along.
d) really try to learn ESP.
40. When I am in ESP class, I ………………..
a) never say anything.
b) answer only the easier questions.
c) answer difficult questions after thinking a lot.
d) volunteer for answers as much as possible.

[Desire to take ESP class]
41. During the ESP class, I would like to have ………………..
a) only Arabic spoken.
b) a combination of English and Arabic spoken.
c) as much English as possible spoken.
d) the entire class conducted in English without having even a word in Arabic.
42. Compared to other courses, I like ESP ………………..
a) least of all.
b) the same as all the others.
c) more than others.
d) the most.
43. If there were extra regular ESP meetings for more activities, I would ………………..
a) definitely not join.
b) attend meetings once in a while.
c) join many times.
d) be very interested in joining all of them.
44. If it were up to me whether or not to take ESP, I ………………..
a) would drop it.
b) do not know whether I would take it or not.
c) I would take it.
d) would definitely take it.
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45. I find studying ESP ………………..
a) not interesting at all.
b) not more interesting than most subjects.
c) interesting.
d) very interesting.
46. If I had the opportunity to obtain ESP articles or books for free, ………………..
a) I would not be pleased at all.
b) I am not sure that I would be pleased with that.
c) I would be pleased.
d) definitely I would be very pleased with that.

Open-ended questions:
1. Do you think that ESP classes qualify you for the job market? Why/Why not?
------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------2. Is it necessary to have ESP classes every year at the university? Why/Why not?
------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------3. Would you take an ESP course if it were not required? Why/Why not?
-------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------
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The interview questions:
1. How useful do you find ESP courses? Why?
2. Does the professor/instructor speak English in ESP class? If yes, to what extent?
3. Does s/he use educational technology in the classroom?
4. How do you find materials used in the course?
5. What changes would you like to see in the way ESP courses are taught?
6. Would you like to take other ESP classes anywhere after graduation? Why/ Why not?
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Appendix B: Questionnaire on the subtypes of motivations and attitudes toward the ESP
classes by means
Items

Subtype

Intrinsic Motivation (IM)
1. ESP classes would help me to become a more knowledgeable
person.
2. ESP class is important to me because it will broaden my world
view in the future.
3. I like ESP because it helps me in getting along with native
speakers.
4. Studying ESP allows me to continue to learn about many things
that interest me.
5. I like ESP because I enjoy speaking the English language.
6. I feel satisfied when I am in the process of accomplishing ESP
difficult academic activities.
7. I would take ESP even if it is not required.
8. I experience pleasure when I completely understand what I have
been taught in ESP classes.
9. I want to learn ESP because it can help me use the language
skills in my future career.
10. When ESP classes end, I often wish that they would continue.
11. When I discover something that I have never seen before in
ESP materials, I feel excited.

Means

to know

3.27

to know

3.17

to know

3.36

to know

3.36

to accomplish things
to accomplish things

3.24
3.55

to experience stimulation
to experience stimulation

3.27
3.42

to experience stimulation

3.63

to experience stimulation
to experience stimulation

3.00
3.23

external regulation
external regulation

3.30
3.49

external regulation
external regulation

3.23
3.20

external regulation

3.44

introjected regulation

3.39

introjected regulation
introjected regulation
introjected regulation

3.17
3.36
3.38

introjected regulation

3.28

identified regulation

3.41

identified regulation
identified regulation

3.54
3.54

Extrinsic Motivation (EM)

12. ESP is a very important part of the school program.
13. I take ESP class in order to obtain a more prestigious job later
on.
14. Getting a good grade in ESP is very important for me.
15. Improving my proficiency in ESP will have financial benefits
for me in the future.
16. Learning ESP helps me understand materials written in
English in my major.
17. Studying ESP allows me to experience a personal satisfaction
in my quest for excellence in my studies.
18. When I succeed in ESP I feel satisfied.
19. I like speaking the language professionally in an ESP context.
20. Succeeding in ESP classes shows that I am an intelligent
person.
21. Succeeding in ESP classes shows me that I can succeed in my
other studies taught in the English language.
22. I think that ESP class will help me better prepare for the career
I will choose in the future.
23. ESP classes are important for my future career .
24. ESP will help me continue studying at the graduate level.
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Attitude
25. I will be able to learn English throughout ESP classes.
26. Learning ESP is difficult.
27. I am worried about my ability to do well in ESP classes.
28. The people who develop our country are those who know
English very well.
29. I think that the instructor does his/her best to deliver the ESP
materials in the best way.
30. I enjoy discussing ESP materials with my classmates outside
the class.
31. I attend ESP classes because I have no other English classes to
attend.
Amotivation (AM)
32. I have a hard time thinking of anything positive about my ESP
studies.
33. My ESP class is a waste of time.
34. When I leave school, I will give up the study of ESP courses.
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3.10
2.47
2.44
2.92
3.07
2.88
2.87

1.98
1.79
1.83

Appendix C: Translation of the questionnaire into Arabic

استبيان الطالب

أ .من فضلك ضع عالمة (√) داخل الخانة المناسبة:
 .1الجنس:
ذكر
أنثى
 .2في أي كلية تدرس؟
الطب
العلوم
التربية
الصيدلة
طب األسنان
التجارة

الحقوق
الهندسة
الزراعة
اآلداب
التربية النوعية
التمريض

الحاسبات والمعلومات
السياحة والفنادق
التربية الرياضية
الطب البيطري
رياض األطفال
كلية أخرى (وضح من فضلك) ------------------

 .3في أي عام دراسي أنت؟
اعدادي
الفرقة األولى
الفرقة الثانية
الفرقة الثالثة
الفرقة الرابعة
غير ذلك (وضح من فضلك)

------------

 .4في أي فصل دراسي قمت بدراسة اللغة اإلنجليزية أثناء العام األكاديمي 2104 -2102؟
الفصل الدراسي األول
الفصل الدراسي الثاني
الفصالن الدراسيان األول والثاني
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(ب) من فضلك قم باختيار إجابة واحدة وذلك بتظليل الدائرة كاملة (√) على اإلجابة المناسبة:
أوافق
بشدة

 .1تساعدني فصول اللغة اإلنجليزية على توسيع مداركي.
 .2محاضرة اللغة اإلنجليزية مهمة ألنها تحسن من نظرتي المستقبلية للعالم.
 .3أحب مادة اللغة اإلنجليزية ألنها تساعدني على التواصل مع من يتحدثون تلك اللغة كلغة أولى.
 .4تسمح لي دراسة اللغة اإلنجليزية باالستمرار في تعلم أشياء كثيرة شيقة.
 .5أحب مادة اللغة اإلنجليزية ألنني استمتع بالتحدث بها.
 .6أشعر بالرضا عندما أنجح في حل سؤال صعب في مادة اللغة اإلنجليزية.
 .7كنت سأدرس مادة اللغة اإلنجليزية حتى لو لم تكن مطلوبة مني.
 .8أشعر بالسعادة عندما أجيد فهم ما يتم تدريسه في محاضرة اللغة اإلنجليزية.
 .9أرغب في دراسة اللغة اإلنجليزية إلمكانية مساعدتها لي على استخدام مهارات اللغة في وظيفتي
المستقبلية.
 .11عندما تنتهي محاضرات مادة اللغة اإلنجليزية سأتمنى أن تستمر.
 .11أشعر باإلثارة عندما اكتشف شيئاً ما لم أعرفه من قبل داخل مادة اللغة اإلنجليزية.
 .12تعتبر مادة اللغة اإلنجليزية جزءاً هاما ً من برنامجي الدراسي الجامعي.
 .13أدرس اللغة اإلنجليزية ألنها ستمكنني من الحصول على وظيفة مرموقة مستقبالً.
 .14أهم ما يشغلني هو الحصول على درجة جيدة في مادة اللغة اإلنجليزية.
 .15سوف تحقق تنمية كفاءتي في مادة اللغة اإلنجليزية نفعا ً ماديا ً مستقبالً.
 .16يساعدني تعلم مادة اللغة اإلنجليزية على فهم مواد تخصصي المكتوبة باللغة اإلنجليزية.
 .17تمنحني دراسة مادة اللغة اإلنجليزية شعوراً بالرضا ألنها تجعلني متميزاً في دراستي.
 .18مجرد نجاحي في مادة اللغة اإلنجليزية يجعلني أشعر بالرضا.
 .19أحب أن أتحدث اللغة اإلنجليزية باحترافية داخل مجال تخصصي.
 .21أشعر أنني إنسان ذكي عند نجاحي في مادة اللغة اإلنجليزية.
 .21يحقق لي النجاح في مادة اللغة اإلنجليزية التفوق في المواد التخصصية األخرى التي أدرسها
باللغة اإلنجليزية.
 .22أعتقد أن مادة اللغة اإلنجليزية ستساعدني على االستعداد بشكل أفضل لمستقبلي الوظيفي.
 .23مادة اللغة اإلنجليزية هامة لمستقبلي الوظيفي.
 .24سوف تساعدني مادة اللغة اإلنجليزية على االستمرار في دراساتي العليا بعد التخرج.
 .25سوف أتمكن من تعلم اللغة اإلنجليزية من خالل محاضرات اللغة اإلنجليزية التي أتلقاها حاليا ً.
 .26يصعب علىّ دراسة مادة اللغة اإلنجليزية.
 .27إنا قلق من ضعف قدرتي على تقديم أداء جيد في مادة اللغة اإلنجليزية.
 .28سوف تنهض بلدنا بسواعد األشخاص الذين يجيدون اللغة اإلنجليزية.
 .29يبذل مدرس اللغة اإلنجليزية قصارى جهده لتوصيل محتوى المادة إلينا بأفضل طريقة ممكنة.
 .31استمتع بمناقشة المعلومات التي يتم دراستها من خالل محاضرة اللغة اإلنجليزية مع زمالئي
خارج قاعة المحاضرات.
 .31أحضر محاضرة اللغة اإلنجليزية ألنه ال توجد محاضرات لغة إنجليزية بديلة في برنامجي
الدراسي.
 .32أجد صعوبة في إيجاد سببا ً إيجابيا ً يجعلني أدرس اللغة اإلنجليزية.
 .33تعتبر محاضرة اللغة اإلنجليزية مضيعة للوقت.
 .34عندما سأتخرج من الجامعة  ،سوف أتوقف عن دراسة اللغة اإلنجليزية المتخصصة (المتعلقة
بمجال دراستي).
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أوافق

أرفض

أرفض
بشدة

جـ .من فضلك اختر اجابة واحدة فقط مما يلي:
 .35أفكر فيما أتعلمه في مادة اللغة اإلنجليزية.
أ)
ب)
جـ)
د)
هـ)

ال أبدا.
نادراً.
أحيانا ً.
غالبا.
دائما ً.

 .36إن لم تكن مادة اللغة اإلنجليزية مادة يتم تدريسها في الجامعة فإنني كنت ....................
أ)
ب)
جـ)
د)

لن أكلف نفسي عناء االلتحاق بفصل اللغة اإلنجليزية على اإلطالق.
سأقرأ عن اللغة اإلنجليزية بشكل عام.
سأقرأ كتبا ً ومقاالت ومجالت وما غير ذلك باللغة اإلنجليزية.
سأحاول اإلنضمام لدورات لغة إنجليزية في مكان ما آخر.

 .37عندما أواجه مشكلة في فهم شيء ما يتعلق بما أدرسه في محاضرات اللغة اإلنجليزية فإنني ....................
أ)
ب)
جـ)
د)

أتجاهل األمر وأنساه.
أطلب المساعدة فقط قبل االمتحان.
أطلب المساعدة أثناء الفصل الدراسي وقبل االمتحان بفترة طويلة.
أطلب مساعدة أستاذ المادة في الحال وبال تأخير.

 .38عندما يتعلق األمر بتمرينات مادة اللغة اإلنجليزية فإنني ....................
أ)
ب)
جـ)
د)

أتصفح الواجب سريعا ً.
أبذل مجهوداً قليالً.
أعمل عليها كثيراً بهدف اإلنتهاء منها فقط.
أعمل عليها بجدية مع تأكيدي على فهم جميع أجزائها.

ً
صراحة أنني ....................
 .39عندما يتعلق األمر بمذاكرة مادة اللغة اإلنجليزية يمكنني القول
أ)
ب)
جـ)
د)

أعتمد على مجرد التوفيق ألنني أذاكر قليالً جدا.
أعتمد على مجرد ذكائي الفطري ألنني أذاكر قليالً جداً.
أبذل ما يكفي من مجهود لنجاحي فقط.
أحاول حقا ً تعلم مادة اللغة اإلنجليزية.

 .41عندما أكون متواجداً في محاضرة اللغة اإلنجليزية ....................
أ)
ب)
جـ)
د)

ال أقول شيئا ً على اإلطالق.
أجاوب فقط على األسئلة السهلة.
أجاوب على األسئلة الصعبة بعد تفكير طويل.
أتطوع لإلجابة على جميع األسئلة قدر استطاعتي.
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 .41أثناء محاضرة اللغة اإلنجليزية أود أن ....................
تكون اللغة العربية فقط هي اللغة المستخدمة أثناء المحاضرة.
أ)
يكون هناك مزيجا ً بين استخدام اللغتين اإلنجليزية والعربية.
ب)
تكون اللغة اإلنجليزية مستخدمة بكثرة قدر المستطاع.
جـ)
تكون المحاضرة باللغة اإلنجليزية فقط ودون وجود كلمة واحدة باللغة العربية.
د)
ً
 .42مقارنة بالمواد الدراسية األخرى  ،أحب مادة اللغة اإلنجليزية ....................
أ)
ب)
جـ)
د)

أقل من أية مادة أخرى.
مثلها مثل المواد األخرى.
أكثر قليالً من المواد األخرى.
أكثر من أي مادة أخرى على اإلطالق.

 .43إذا ما كانت هناك محاضرات إضافية أخرى لمادة اللغة اإلنجليزية لتنفيذ أنشطة إضافية فإنني ....................
أ)
ب)
جـ)
د)

لن أحضرها بالطبع.
سأحضرها لمرة واحدة.
سأحضرها لعدة مرات على فترات زمنية متباعدة.
سأكون مستمتعا ً جداً بحضورها جميعا ً.

 .44إذا ما كان لدى االختيار لدراسة مادة اللغة اإلنجليزية أو عدم دراستها فإنني ....................
أ)
ب)
جـ)
د)

لم أكن ألدرسها.
كنت سأتردد في دراستها.
كنت سأدرسها.
كنت سأدرسها بكل تأكيد.

 .45أجد أن دراسة اللغة اإلنجليزية ....................
أ)
ب)
جـ)
د)

ليست شيقة على اإلطالق.
شيقة كغيرها من المواد األخرى.
شيقة أكثر قليأل من المواد األخرى.
شيقة جداً.

 .46إذا ما كانت لدى الفرصة للحصول على مقاالت أو كتب في مجال تخصصي باللغة اإلنجليزية فإنني سأكون
.................
أ)
ب)
جـ)
د)

غير سعيد على اإلطالق بالحصول عليها.
غير متأكد هل سأكون سعيدا بالحصول عليها أم ال.
سعيدا بالحصول عليها.
بالطبع سعيدا جداً بالحصول عليها.
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د .أجب من فضلك على األسئلة التالية:
 .1هل تعتقد أن مادة اللغة اإلنجليزية التي تدرسها تؤهلك لدخول سوق العمل؟ ولماذا؟
------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------ .2هل هناك ضرورة لدراسة اللغة اإلنجليزية كل عام دراسي جامعي؟ ولماذا؟
------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------ .3إذا لم تكن مادة اللغة اإلنجليزية إجبارية هل كنت لتدرسها أم ال؟ ولماذا؟
------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------------أسئلة المقابلة الشخصية
 .1إلى أي مدى تجد مادة اللغة اإلنجليزية داخل الكلية مفيدة؟ ولماذا؟
 .2هل يتحدث مدرس اللغة اإلنجليزية أثناء المحاضرة باللغة اإلنجليزية؟ وإلى أي حد يقوم بذلك األمر؟
 .3هل يستخدم المدرس الوسائل التكنولوجية داخل المحاضرة؟
 .4ما رأيك في المنهج الدراسي المستخدم من خالل مادة اللغة اإلنجليزية؟
 .5ما هي التغييرات التي تود أن تقترحها لتدريس اللغة اإلنجليزية داخل المحاضرة بشكل أفضل؟
 .6هل ترغب في الحصول على دورة لغة إنجليزية لألغراض المتخصصة في أي مكان أخر بعد التخرج؟ ولماذا؟
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Appendix D: Transcripts for the semi-structured interviews
(1) School of Arts – Male – 3rd year student – Egyptian Archeology Department ESP class in Spring 2014

1. How useful do you find ESP courses? Why?
English language is very useful because I make use of it in many fields. It’s the first spoken
language in the world. Here in our department, our professor, Dr. Ayman, teaches us archeology
in English because when we graduate, we will be tour guides.
2. Does the professor/instructor speak English in ESP class? If yes, to what extent?
Of course, he speaks in English during the whole class. If we have any difficulty in
understanding any words, we ask him to explain them in a simple way. Sometimes we have
difficult words that we don’t know like the word makbara (tomb), for example, or the meaning
of the word dehliz (passageway) or words like that.
3. Does s/he use educational technology in the classroom?
He was doing this before, but not anymore. I do not know why.
4. How do you find materials used in the course?
They are good. Actually, they are very good! They cover all we need. We have new vocabulary;
we even review vocabulary that we have taken before.
5. What changes would you like to see in the way ESP courses are taught?
I would like the vocabulary that we study to be simpler. Also, the way of teaching should be a
little bit different.
6. Would you like to take other ESP classes anywhere after graduation? Why?
Sure, as I told you before English is the first spoken language in the world. I, myself, like to
develop my English language. I would like also to study the German language besides English.
By the way, I speak three languages including English. I speak English very well. Learning ESP
is indispensable. Talking to yourself in English is sometimes good.
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(2) School of Arts – Male – 3rd year student – Egyptian Archeology Department ESP class in Spring 2014

1. How useful do you find ESP courses? Why?
First of all, in my viewpoint, ESP is very interesting. It’s very helpful in my work field. It widens
my knowledge of the world as it’s a new subject for us.
2. Does the professor/instructor speak English in ESP class? If yes, to what extent?
Yes, he speaks in English language. He sometimes uses very few Arabic words. He is an
excellent professor.
3. Does s/he use educational technology in the classroom?
Yes, he uses some… some educational technology such as the projector. That’s it.
4. How do you find materials used in the course?
As I told you before they’re interesting; however, I would prefer learning General English course
before the ESP class.
5. What changes would you like to see in the way ESP courses are taught?
As I told you, I would prefer to take a General English course first before moving to the specific
specialization. Also, we can add using educational technology more in teaching.
6. Would you like to take other ESP classes anywhere after graduation? Why?
Of course, I think of that after graduation because it will help me in the future because some jobs
require nowadays having a foreign language specially English.
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(3) School of Science – Male – 1st year student - ESP class in Fall 2013
1. How useful did you find ESP courses? Why?
Of course ESP was very useful because it qualifies the person to join the labor market. In
general, the world uses English now. If I would like to speak to a Spaniard, I would use English
language. Speaking the language becomes an asset now. But in the faculty we have to take the
course as it’s a requirement and this is our nature as Egyptian students. We take the course
seriously when it’s required.
2. Was the professor/instructor speaking English in ESP class? If yes, to what extent?
Yes, the professor was speaking English in the lecture but she sometimes was translating some
words that we did not understand. The percentage of using the language was not less than 95%.
3. Did s/he use educational technology in the classroom?
She used the PowerPoint presentations and the board. She used all available sources.
4. How did you find materials used in the course?
The materials were supposed to complement what had been studied in both the middle and high
school stages. However, these materials were difficult to those who have taken this stage in
Arabic. It was not a problem for me as I’m a graduate of a language high school. So I think these
materials were insufficient to those students. But as for the content of the materials and the
relation of these materials to my field, they were very useful in my major.
5. What changes would you like to see in the way ESP courses are taught?
Changes? First, I would like the course to start with a general revision of the basics of English
language such as grammar. Also, difficult words must be translated. That’s all.
6. Would you like to take other ESP classes anywhere after graduation? Why?
It depends on the field I will work for in the future. I will evaluate myself first. If I feel that I
need the ESP course, I will take it. However, if I feel that I can go through my career using
English that I already have, I won’t take the course. I will be so busy after graduation; I’m not
sure if I have the time to take this course. This doesn’t mean that ESP took in the university is
enough. Although I took the course for only one semester, it was somehow good.
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(4) School of Science – Female – 1st year student - ESP class in Fall 2013

1. How useful did you find ESP courses? Why?
ESP was very useful because all departments and sections in the school use English language.
Besides, the English level taught in high school wasn’t that high to be efficiently inside or
outside Egypt. Of course, the university stage is completely different form the high school.
2. Was the professor/instructor speaking English in ESP class? If yes, to what extent?
Yes, and this was normal because of the nature of the class. However, she was translating some
words when needed. The percentage of lecturing in English was about 95% percent.
3. Did s/he use educational technology in the classroom?
Yes like PowerPoint when needed.
4. How did you find materials used in the course?
They were not enough at all. Just one term is not enough to help us to be perfect in ESP. Our
understanding of the English basics is not strong enough.
5. What changes would you like to see in the way ESP courses are taught?
Changes? I’m not done with English. I need much more. I feel that this is not everything I can
get. There are a lot of branches in ESP. For example, we haven’t been asked to get extra books
for extra activities. We have not been asked to do so because of the lack of time.
6. Would you like to take other ESP classes anywhere after graduation? Why?
As for general English courses, I would go to the British Council. But as for ESP, I have books
for that. I don’t know places that teach English for Science. If I find these places, I will take ESP
first. It is a priority for my career.
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(5) School of Science – Female – 1st year student - ESP class in Fall 2013

1. How useful did you find ESP courses? Why?
ESP is very important inside and outside the school for the labor market. It’s important
especially for the students who can’t take courses outside the university. Schools should make
these courses available for the students.
2. Was the professor/instructor speaking English in ESP class? If yes, to what extent?
Yes, a lot; may be 90% because not all students were able to speak the language or understand it
all the time. It was necessary to have some Arabic.
3. Did s/he use educational technology in the classroom?
Yes like PowerPoint, for example.
4. How did you find materials used in the course?
They were very useful especially in the areas of writing and reading.
5. What changes would you like to see in the way ESP courses are taught?
It could be… students should participate more. Allowing the students to participate more in
discussions is important.
6. Would you like to take other ESP classes anywhere after graduation? Why?
After graduation?! Of course, even if I have some knowledge, I would like to increase it with
courses if I would like to join a certain field. I will choose the course according to my
specialization.
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(6) School of Engineering – Male – 1st year student – ESP class in Fall 2013 / Spring 2014

1. How useful do you find ESP courses? Why?
I think ESP is not so useful because as you noticed we have students of other nationalities. There
is no competency between the Egyptians and these students. There are multiple levels in the one
class. The students’ level of understanding wouldn’t be the same.
2. Does the professor/instructor speak English in ESP class? If yes, to what extent?
Only English is used in the classroom. I would say for about 97%.
3. Does s/he use educational technology in the classroom?
He always uses data show; and he brings certain videos to the class. This is an effective way of
teaching.
4. How do you find materials used in the course?
I don’t like them.
5. What changes would you like to see in the way ESP courses are taught?
I would like them to focus more on engineering. We have writing and listening but we need more
terminologies. We have worked on projects in the first semester but the project topics were
selected upon our choice whether related to engineering or not.
6. Would you like to take other ESP classes anywhere after graduation? Why?
I would like to take them at the end. I mean after finishing my regular classes because if I take
these courses now during my busy schedule, I will not make any use of these courses. I think
taking these course at the end is better because as we are about to have a job, so I will make use
of them in a better way. My focus will be better because I do not study anything else then.

105

(7) School of Engineering – Male – 1st year student – ESP class in Fall 2013 / Spring 2014
1. How useful do you find ESP courses? Why?
I think ESP is very useful because I’ll make use of these courses in the future. Besides, all other
classes are in English.
2. Does the professor/instructor speak English in ESP class? If yes, to what extent?
All in English in percentage it is for about 97%, for example.
3. Does s/he use educational technology in the classroom?
Always, he uses the PowerPoint slides and some listening excerpts.
4. How do you find materials used in the course?
They are good but when we were in high school, we get used to the British system. Now we use
MCQs, we are a little bit confused. But generally speaking, I like the materials and I think we are
learning what we should have.
5. What changes would you like to see in the way ESP courses are taught?
I don’t like the materials to depend on memorizing. Practice is much better especially in the
grammar section. I am talking only about this section.
6. Would you like to take other ESP classes anywhere after graduation? Why?
Of course, because I want to travel and work abroad. I need something like this in my career. In
general, this is useful when applying to a job in multinational company.
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(8) School of Kindergarten – female – 1st year student – ESP class in Spring 2014

1. How useful do you find ESP courses? Why?
I think ESP is very useful especially for freshmen because we will teach English to kids later.
For me, I am happy with the course. The professor teaches it in a good way.
2. Does the professor/instructor speak English in ESP class? If yes, to what extent?
In English, for about 90%.
3. Does s/he use educational technology in the classroom?
Till now the educational technology hasn’t been used.
4. How do you find materials used in the course?
I think they are good. The pronunciation part is useful. We really need this in teaching kids later
on.
5. What changes would you like to see in the way ESP courses are taught?
The lecture duration is not enough at all. We don’t cover a lot in the one lecture. It should last for
two hours but we just take only one hour because it is in the evening and as girls, we can’t stay
that late in the university. The lecture is from 6:00 to 8:00 p.m. and this is not suitable. Having it
in the early morning is much better. Lots of students miss this class just because of time. Also,
using the educational technology in the classroom will be helpful.
6. Would you like to take other ESP classes anywhere after graduation? Why?
Yes, because the semester is short and number lectures are not enough to learn everything we
need. So having this course would help with this. Of course, I want to develop myself even if this
class is not required.
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(9) School of Pharmacy – Male – 1st year student - ESP class in Fall 2013
1. How useful did you find ESP courses? Why?
I didn’t find the English class useful at all in the school of Pharmacy. It didn’t give us a detailed
medical information in English. I think it wasn’t different from what we studied in the middle or
high school. I have graduated from a language school and I believe that my English studies in the
high school stage are more advanced than what I got in the School of Pharmacy.
2. Was the professor/instructor speaking English in ESP class? If yes, to what extent?
Of course, the professor was speaking English, but some Arabic words were used for
clarification. This was when the professor was feeling that there were some students who were
not able to get the information in English. Generally speaking, English represented 80% of the
lecture duration.
3. Did s/he use educational technology in the classroom?
Yes, overhead projector and data show were used.
4. How did you find materials used in the course?
As I mentioned before, generally speaking, the curriculum didn’t provide me with any important
addition in the field of medicine as a science or English as a language.
5. What changes would you like to see in the way ESP courses are taught?
I would suggest dividing students into groups depending on their language levels.
6. Would you like to take other ESP classes anywhere after graduation? Why?
Yes, I would like to take an ESP course after graduation because I think it will add a lot to me
since it will improve my contact with others in different areas and, also, it will improve my
standard of living.
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(10) School of Pharmacy – Male – 1st year student - ESP class in Fall 2013

1. How useful did you find ESP courses? Why?
ESP is fundamental in the school of Pharmacy. All our pharmaceutical and medical studies are in
English. Also, it’s basic in getting information and the medium language in international
conferences in the developed countries.
2. Was the professor/instructor speaking English in ESP class? If yes, to what extent?
Yes, the basic information was explained in English. Also, the medical terminologies were
defined in English.
3. Did s/he use educational technology in the classroom?
Yes, the projector and data show were used in the classroom.
4. How did you find materials used in the course?
In general, the curriculum covered a lot regarding the linguistic needs in our scientific studies but
the professor needed to support his medical and pharmaceutical information.
5. What changes would you like to see in the way ESP courses are taught?
Again, the professors need to know more in the fields of Pharmacy and Medicine.
6. Would you like to take other ESP classes anywhere after graduation? Why?
In pharmacy, no! It would be yes, if I decide to change my career after graduation from
Pharmacy to business administration, teaching, or the diplomatic field.
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Appendix E: Themes and codes of the open-ended questions:

Codes:
ESP classes
qualify students

ESP classes do
not qualify
students

Theme: ESP Classes & Job Market Qualifications
Sub-codes:
Patterns:
Requirement in the field
Requirement
English is the medium of communication in the field
Arabic is not used in the field
Other classes are in English
Adaptation to the labor market
Job qualification
Understanding the nature of work
Understanding new areas in the field
Understanding
Understanding material written in English
Understanding what is related to the field
Understanding other classes in English
Interesting class
Attitude
Enjoyable class
Special class
English is an important spoken language in the world
Communicating with others in the same field
Communication
Dealing with people of higher ability in the same
field
Field knowledge and experience
Current gains
Information related to the field
Develop language skills
Understanding other classes in English
Travelling abroad
Future gains
Get a prestigious job
Important to practical life
Scientific research
Higher studies
Understanding the nature of work
Field tools and equipment use English
Obtaining a higher academic degree
Curriculum is good
Educational
environment
Understanding the materials’ content
Difficulties
Waste of time
Not taught properly
Not sufficient
Insufficiency
Few terminology
Content is not enough
Field knowledge and experience are not enough
Other skills are needed (listening, speaking,
pronunciation, etc)
Reading
Alternatives
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Periodicals and magazines
Using Arabic in the field (to patients for nurses)
Grammar-based
Course nature
Lack of other skills (e.g. listening and speaking)
Not very specialized
Weak
Not considered in the GPA
Theme: Necessity to Have ESP Classes Every Year in the University
Codes:
Sub-codes:
Patterns:
Extremely important
It is necessary
Degree of necessity
Sometimes
English is the best language in the world
Reasons
Develop skills
Dealing with others in the field
Useful
Learning new things
Getting sufficient information
Understanding other lectures
Improving academic performance
Being successful
Help in graduate studies
Getting updates of the field
Learning people’s language protects from their evils
Getting different terminology
Not to forget the language of the field
Break the routine since other classes are in Arabic
One year is enough
It is not
ESP study period
Two years are enough
necessary
A waste of time
Reasons
Not very specialized
Not as useful as other classes
Not used after graduation
Easy to get from other sources
English has been studied for a long time
Lectures are already in English
Professors are not good
Professors are not fair
It is not strongly related to the field
It could be learned later
Codes:
Yes

Theme: Taking ESP Class If Not Obligatory
Sub-codes:
Patterns
Enjoy studying it
Attitudes
My favorite class
It is interesting
It is an asset
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Gains

Obligation
No

Reasons

I adore English
Satisfaction
Increase language knowledge
Communicate with the western world
Translating what needed
Better future
Dealing with technology
Financial rewards
Develop intellectual and individual skills
Participating in scientific research
Better future
Try to learn it in the future
Try to study
Necessity
Hating obligations
Depending only on terminology
A waste of time
Forgetting what is being studied
Allocating time to other classes
Getting back to ESP after graduate
Shyness to speak the language

112

Appendix F: Themes and codes of the semi-structured interview questions:
Theme: Theme: Usefulness of ESP Courses
Codes:
Patterns:
Useful in the field
ESP is useful
Useful for other materials taught in English
To increase knowledge of the world
ESP is an asset
ESP is required
Useful for the future
Happy with ESP
ESP is fundamental
Multiple levels
ESP is not useful
Students of other nationalities
High level of English
Materials are not specialized enough
Theme: Amount of English the professor speaks in the ESP Class
Codes:
Patterns:
English is used a lot
English is used
Translating just difficult words when needed
Very few Arabic
Theme: Usage of Technical Aids in the ESP classes
Codes:
Patterns
Powerpoint presentations
Technical aids are used
Projector
Screen
Video excerpts
Theme: Usefulness of the ESP Materials
Codes:
ESP materials are useful

ESP materials are not
useful

Codes:
Skills

Patterns:
Good vocabulary
Materials are interesting
Reading and writing are useful
Learning pronunciation is useful
Dividing students into levels

Materials are not sufficient
Terms are not sufficient
Professor should support their knowledge in the field they teach
Theme: Changes Desired in the ESP Materials
Patterns:
Simpler vocabulary
Extra assignments and activities
Not to depend on memorizing
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Teaching

Preparation
Participation

Better times for the lectures
Professors need to support their information regarding the field they
teach
Better way of teaching
Using educational technology more
More terminologies
General English first
Revising basics of English
Students participate more in discussion
Theme: Student’s Desire to Take ESP classes After Graduation

Codes:

Patterns:

Yes

ESP in indispensible
Develop the English language
A job requirement
Increase knowledge
After finishing regular classes
Help with travelling or working aboard
Semester is short for ESP
Improve contacting with other
Economic improvement
Busy life after graduation
Others sources to get ESP information
No idea about places that teach ESP

No
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